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Los enfoques metodológicos, prácticos y teóricos sobre la Enseñanza del 
Árabe como Lengua Extranjera (EALE) han experimentado una importante 
evolución a escala internacional desde hace dos décadas. Esta evolución ha 
sido posible gracias al trabajo de un notable elenco de especialistas, entre los 
que destacan los profesores árabes que desarrollan su actividad docente en 
Estados Unidos y Europa. Una corriente de aire renovador parece llamada 
a borrar de la escena didáctica —o quizá solo a arrinconar—cualquier rastro 
del omnipresente método gramática-traducción, tras haber sido la 
metodología por excelencia en la enseñanza del árabe hasta muy entrado el 
siglo XX. Su empuje no obstante sigue vivo, aunque en proceso de adapta-
ción a las nuevas necesidades y aspiraciones de los estudiantes. 
El intercambio de códigos, conductas e imágenes, así como la llegada 
a las aulas de hablantes nativos del árabe —todas ellas, consecuencias 
inevitables de la globalización y la inmigración— han generado en la EALE 
nuevas perspectivas sobre el enfoque, los objetivos y las herramientas. Más 
aún, han provocado un replanteamiento de la lengua de enseñanza. Las pri-
meras universidades que proyectaron el estudio del árabe moderno como 
lengua de comunicación oral fueron estadounidenses. Ellas mismas, al asu-
mir como prioritario este nuevo enfoque, fueron también las primeras en 
introducir el estudio y la enseñanza de las variantes dialectales en el ámbito 
universitario. Ello ha provocado que el citado método gramática-traducción, 
y otras revisiones posteriores, como el método estructuralista y el método 
situacional, hayan cedido terreno ante esta nueva orientación comunicativa, 
que hoy impera en la mayoría de las instituciones y de los niveles educativos.  
De modo paralelo, y así queda evidenciado en esta obra, se ha abierto 
un debate acerca de las variedades lingüísticas del árabe que debemos 
aprender y enseñar: a) el árabe moderno estándar, la lengua de los medios 
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de comunicación; b) una variedad dialectal, que permita una comunicación 
real, y que pueda ser combinada con el árabe estándar: el llamado “enfoque 
integrado”; o bien, c) una variedad interregional que aglutine varios dialectos 
de registro culto, el conocido como Educated Spoken Arabic. 
La conciencia de que sigue siendo necesaria la reflexión, la compa-
ración, el intercambio y la difusión de experiencias docentes e investigadoras 
en el ámbito de la EALE desde enfoques, áreas y latitudes diferentes, unida 
a la excelente acogida que tres años atrás recibió Arabele2009, fueron razones 
sobradas para impulsar la celebración de Arabele2012. II Congreso Internacional 
sobre Enseñanza del Árabe como Lengua Extranjera. Este encuentro tuvo lugar 
en la sede de Casa Árabe (Madrid) los días 27, 28 y 29 de septiembre de 
2012. Además de esta institución, colaboraron en la organización la 
Universidad de Murcia y la Escuela de Traductores de Toledo (Universidad 
de Castilla-La Mancha), y se sumaron a la iniciativa, mediante sufragio 
económico, el Ministerio de Ciencia e Innovación y el Banco Santander. 
Las comunicaciones del congreso giraron en torno a estos ejes: 
▪ La adaptación de la enseñanza del árabe al MCER  
▪ La diglosia: los registros de lengua árabe y árabe dialectal 
▪ La lingüística de corpus aplicada a la EALE 
▪ El árabe para traductores e intérpretes 
▪ La elaboración de materiales 
En la fase preparatoria del encuentro, el comité organizador recibió 
68 solicitudes de participación. Un comité científico internacional formado 
por nueve miembros valoró los resúmenes anónimos y aceptó los 20 con 
mayor puntuación. Los asistentes vinieron de 18 países: Bulgaria, Egipto, 
España, Estados Unidos, Francia, Gran Bretaña, Holanda, Japón, Marrue-
cos, Portugal, etc. Tras la celebración del encuentro, la revisión por pares 
ciegos seleccionó las contribuciones más representativas de los ejes temá-
ticos mencionados, las cuales son recogidas en este libro. Aparecen agru-
padas en cuatro secciones, con un volumen de contribuciones desigual entre 
ellas: “Metodología”, “Léxico”, “Traducción” y “Recursos”. 
Abre la primera de estas secciones Victoria Aguilar (Universidad de 
Murcia), abogando por la enseñanza simultánea de ﺮﺼﻌﻟا ىﺤﺼﻓ y  ﺔﺟراﺪﻟا
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ﺔﻴﺑﺮﻐﻤﻟا. Por su contenido, enfoque y apasionada defensa, este trabajo actúa 
como engarce perfecto y continuación del volumen anterior, Arabele2009. 
Vale la pena recordar que en aquel encuentro la intervención del profesor 
Munther Younes, con más de veinte años de experiencia en la enseñanza 
simultánea de ىﺤﺼﻔﻟا y ﺔﺟراﺪﻟا, fue recibida como un soplo de aire fresco 
entre los asistentes. Tras hacer un recorrido por los estudios 
neurolingüísticos en torno a la adquisición del lenguaje y la representación 
mental de las lenguas, y sobre la base de una encuesta realizada entre más de 
400 estudiantes españoles de árabe, la profesora Aguilar defiende la 
instrucción simultánea, ya desde el primer día, tanto del árabe estándar como 
de una variedad dialectal, decantándose para ello por el árabe de Marruecos. 
Entre los obstáculos a los que habrá que hacer frente para implantar esta 
metodología integradora, destaca la ausencia de profesorado capacitado para 
la misión, y el estatus del árabe marroquí, aún no estandarizado. No será esta 
contribución la única que apueste por la metodología integradora, libre de 
prejuicios y barreras. Con diversas matizaciones, es el caso de Abdellah 
Chekayri, Manuel Feria, Ignacio Gutiérrez de Terán, Martin Isleem y Rasha 
Soliman. 
Abdellah Chekayri (Al Akhawayn University, Marruecos) hace 
bandera de la corriente integradora que asume la diglosia como una realidad 
sociolingüística a la que es preciso dar respuesta en todo programa de 
enseñanza de la lengua árabe. Sin embargo, este postulado —nos dice— 
colisiona con la inexistencia de materiales producidos en lengua dialectal y 
con la falta de estandarización de las variedades regionales. La situación 
lingüística actual del dialecto muestra el dinamismo de una realidad viva y 
una sociedad en proceso de cambio, que no debemos descuidar. A su juicio, 
los elementos principales que dibujan la evolución de esta variedad dialectal 
son: la necesidad de hallar códigos gráficos transferibles a las nuevas 
tecnologías; el avance en su estatus social, aunque anclado en terrenos como 
la televisión a través del doblaje de las series y el uso publicitario; y su 
introducción en el ámbito literario por medio de los diálogos. 
Ignacio Gutiérrez de Terán (Universidad Autónoma de Madrid), en la 
misma línea de enseñanza simultánea e integradora del árabe estándar y el 
árabe dialectal, analiza en este trabajo su propia experiencia, subrayando los 
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aspectos negativos. Su contribución es en cierto modo un llamamiento a la 
cautela. Así, se refiere al desconcierto que la diferencia de códigos y usos 
generó entre sus alumnos de la Universidad Autónoma de Madrid, y a la 
necesidad, por parte del profesor, de delimitar desde la primera clase el 
contexto propio de cada lengua o variedad lingüística. A su juicio, esto 
último nos llevaría a negar el hecho incontestable de que al árabe estándar 
le pertenece por naturaleza un espacio propio en la comunicación oral. El 
autor da la bienvenida al método integrador, siempre y cuando ello no 
implique relegar el árabe estándar a un segundo plano, y siempre y cuando 
no devuelva los estudios árabes en la universidad española al viejo 
enfrentamiento entre los partidarios de una lengua (ىﺤﺼﻓ) y los de la otra 
(ﺔﺟراد o ﺔﻴﻣﺎﻋ).  
Martin Isleem (Bucknell University, EEUU) centra su trabajo en las 
actitudes de los estudiantes estadounidenses hacia el estudio de la lengua 
árabe y en los motivos que las generan. Hace hincapié en que el interés por 
esta lengua creció notablemente a raíz de los atentados del 11 de septiembre, 
pero también en cómo la enseñanza se ve lastrada por la ausencia de pro-
fesores preparados para impartirla. La diglosia —añade— también acre-
cienta esta dificultad, pues son contadas las universidades que han logrado 
implantar programas integradores de la variedad escrita y la hablada. El 
profesor Isleem concluye reclamando una mejora en la formación del 
profesorado y la implementación de planes de estudio integradores, suscep-
tibles de satisfacer la demanda de los estudiantes. 
Waleed Saleh (Universidad Autónoma de Madrid) subraya la trascen-
dencia de introducir contenidos socioculturales en los programas de ense-
ñanza de la lengua árabe para extranjeros. Entre sus objetivos destacará pre-
cisamente la obligación de combatir los estereotipos acuñados en la sociedad 
española acerca de la cultura árabe, la cual será enseñada al mismo tiempo 
que las construcciones sintácticas o las reglas morfológicas y fonéticas. En 
cierta medida, la suya es también una llamada de atención contra la orien-
tación excesivamente lingüística —exclusivamente filológica, cabría decir— 
de los programas universitarios. No son muchas las investigaciones que 
analizan el papel concreto del elemento sociocultural en la adquisición de la 
lengua. A nadie se le escapa, por otra parte, que sin un buen dominio del 
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contexto sociocultural, el aprendiz está abocado a un uso incorrecto del 
lenguaje o, como mínimo, a un mal uso a nivel pragmático. A modo de 
cierre, esta contribución ofrece un conjunto de textos, mapas, recursos y 
ejercicios de comprensión, que permiten introducir algunos de los concep-
tos básicos de la cultura y de las sociedades árabes.  
Rasha Soliman (University of Manchester) cierra la sección dedicada 
a metodología, pedagogía y enfoques docentes. Una vez más, se apuesta por 
la metodología integradora, y la autora se plantea cuestiones tales como: a) 
en qué momento introducir la variante dialectal (¿desde el principio, o bien 
en estadios avanzados?); y b) qué variedad elegir (¿la del país donde se 
enseña, o bien alguno de los dialectos más difundidos?). A través de un estu-
dio del uso mixto del árabe estándar y de variedades dialectales en el mismo 
acto lingüístico, Soliman analiza cuál debería ser la actuación de la ense-
ñanza, y apuesta por facilitar una comprensión de las normas que regulan el 
paso del estándar al dialecto, y por habilitar al alumno para su asimilación, 
de forma que adquiera y posea instrumentos que garanticen una respuesta 
activa en situaciones lingüísticas reales.  
La segunda sección de la obra, dedicada a la lexicografía, está integrada 
por tres trabajos. El artículo de Laura Gago (Universidad de Salamanca) se 
enmarca en la lingüística aplicada a la selección del léxico. Toma como pará-
metro de base los índices de frecuencia del léxico utilizado en situaciones 
concretas de comunicación, para desarrollar un análisis estadístico que será 
de utilidad en la selección del vocabulario que el aprendiz de árabe deberá ir 
adquiriendo. Entre otros aspectos subrayables de este estudio lexicométrico, 
cabría destacar la no discriminación entre voces del árabe estándar y voces 
de la variante dialectal empleada.  
De igual modo, dentro de la sección dedicada al léxico, y en el campo 
de la lingüística aplicada, Paula Santillán (Casa Árabe) analiza la pertinencia 
de introducir en los programas y manuales de ALE las llamadas “coloca-
ciones léxicas”; en particular las compuestas de un verbo soporte (pesado) 
y un sustantivo, a la vista de su elevada frecuencia de uso, y en tanto que 
conforman una parte esencial del léxico que ha de adquirir el aprendiz, sobre 
todo desde los estadios intermedios de su formación. Enriquecen esta 
contribución una serie de ejercicios tipo, destinados a introducir el concepto, 
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el uso y la asimilación de las colocaciones léxicas en la clase de árabe ىﺤﺼﻓ. 
Tsvetomira Pashova (Sophia University) aborda el análisis electrónico 
de un corpus de textos producidos por alumnos de árabe cuya lengua 
materna es el búlgaro. En su trabajo, establece una catalogación de los erro-
res más frecuentes y determina la correlación (o no) entre forma y función 
de dichos textos. Los resultados de su análisis ofrecen una información 
relevante que completa los análisis de frecuencia de los textos producidos 
por nativos. Destaca por su utilidad la inclusión de apéndices que dejan 
abierta la puerta a otras lecturas y son el embrión de futuras investigaciones. 
La tercera de las secciones recoge dos trabajos en torno a la enseñanza 
del árabe como lengua B o C para traductores. La contribución de Manuel 
Feria (Universidad de Granada) rompe el silencio existente sobre los prin-
cipios que deben regir la enseñanza de la lengua árabe a estudiantes de Tra-
ducción e Interpretación (excepción hecha de las tesis doctorales de Naima 
Ilhami y Bachir Mahyub, ambas en curso en la Universidad de Granada). 
Este trabajo de recapitulación y puesta al día aborda cuestiones básicas, 
como son: la categorización de las lenguas para un traductor; qué es L1 
(primera lengua) para un hablante de árabe: ¿el estándar, o el vernáculo?; la 
dificultad para adquirir un dominio similar de todas las destrezas, dada la 
existencia de dialectos; la formación del intérprete del Protectorado español 
en Marruecos como ejemplo; el uso tradicional del método gramática-tra-
ducción; la situación de las instituciones de enseñanza del árabe hoy en Es-
paña y su engarce en el Marco Europeo de Referencia, etc. Entre las actitudes y 
propuestas que reclama para la formación de traductores e intérpretes de 
árabe destacamos, entre otras: la necesidad de abordar una formación lin-
güística global que tenga muy en cuenta la diglosia en los programas; la 
necesidad de instruir a los intérpretes en lenguas vernáculas; o la prevención 
sobre las interferencias del inglés y el francés en los ámbitos técnicos. 
Bachir Mahyub (Escuela de Traductores de Toledo) ofrece, en primer 
lugar, un estado de la cuestión en el campo de la didáctica de la inter-
pretación simultánea. Y a continuación, expone los resultados de una inves-
tigación de carácter empírico desarrollada en torno a las particularidades y 
los criterios que regulan la actividad del intérprete de simultánea en la com-
14 Arabele 2012 
 
INTRODUCCIÓN 
binación árabe-español, criterios que podrán ser aplicados en la progra-
mación docente de las facultades de traducción e interpretación. Como 
soporte de su estudio presenta una encuesta contestada por profesores, 
alumnos y profesionales de la interpretación simultánea árabe-español.   
La última sección del libro recoge tres contribuciones, a modo de 
presentación de recursos, materiales y tareas para el aula. Victoria Aguilar 
(Universidad de Murcia) y Miguel Ángel Manzano (Universidad de Sala-
manca) presentan y describen el método Alatul !لﻮﻃ ىﻠﻋ, en cuya elabo-
ración ha participado asimismo el profesor Jesús Zanón. Aunque puede ser 
empleado de forma autodidacta, Alatul es un método concebido para la 
iniciación escrita y oral en lengua árabe entre alumnos españoles, con ayuda 
de un profesor. Esta obra se inscribe en el método audio-oral, que tan 
excelentes resultados ha ofrecido para la enseñanza de la fonética y de las 
expresiones idiomáticas. 
Antonio Martínez (Escuela Oficial de Idiomas, Almería), a propósito 
de la representación de escenas teatrales por parte de los alumnos de ALE, 
propone su integración en los programas docentes, en lengua original y 
desde el nivel básico, convencido de que aporta un alto grado de motivación, 
confianza e implicación de los estudiantes en el proceso de enseñanza-
aprendizaje. La propuesta nace del análisis de su propia experiencia teatral 
en los grupos Arabuam y Almadrasa, como alumno y como profesor de 
lengua árabe, respectivamente.  
Francisco Moscoso (Universidad Autónoma de Madrid) y Óscar Ro-
dríguez (Centro Adelante, San Petersburgo) presentan una descripción 
ejemplificada del manual para el aprendizaje del árabe marroquí como 
lengua extranjera, B chuiya b chuiya (ﺔ�ﻳﻮﺸﺑ ﺔ�ﻳﻮﺸﺑ), elaborado por los autores del 
artículo junto a Nadi Nouaouri. Este método está pensado para un hablante 
de cualquier cultura y edad, y es el primer paso de un proyecto que, tal como 
afirman los autores, “sentará las bases para la adaptación del árabe marroquí al 
MCER”.  
Por último, sólo nos resta expresar nuestro sincero agradecimiento a 
cuantos compañeros de profesión, además de los citados, participaron con 
entusiasmo y generosidad en la preparación y desarrollo de Arabele2012, y a 
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  ﻣﻘﺪﻣﺔ
ﻋﺮﻓﺖ اﻟﺘﻮﺟﻬﺎت اﻟﺘﺮﺑﻮﻳﺔ، اﻟﺘﻄﺒﻴﻘﻴﺔ ﻣﻨﻬﺎ واﻟﻨﻈﺮﻳﺔ اﻟﺨﺎﺻﺔ ﺑﺘﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻐﻴﺮ 
اﻟﻨﺎﻃﻘﻴﻦ ﺑﻬﺎ ﺗﻄﻮرا ﻣﻬﻤﺎ ﻋﻠى اﻟﻤﺴﺘﻮى اﻟﺪوﻟي ﻣﻨﺬ ﻋﻘﺪﻳﻦ ﻣﻦ اﻟﺰﻣﻦ. وﺣﺪث ﻫﺬا اﻟﺘﻄﻮر 
ﻟﺠﻤﻠﺔ ﻣﻦ اﻟﻤﺨﺘﺼﻴﻦ اﻟﺬﻳﻦ ﻳﺒﺮز ﻣﻦ ﺑﻴﻨﻬﻢ اﻷﺳﺎﺗﺬة اﻟﻌﺮب اﻟﺬﻳﻦ  ﺑﻔﻀﻞ اﻟﺠﻬﻮد اﻟﻄﻴﺒﺔ
ﻳﻤﺎرﺳﻮن ﻣﻬﺎﻣﻬﻢ ﻓي اﻟﻮﻻﻳﺎت اﻟﻤﺘﺤﺪة وأوروﺑﺎ. وﻳﺒﺪو أن ﺗﻴﺎرا ﺟﺎرﻓﺎ وﻣﺠﺪدا ﺳﻴﻌﻤﻞ 
ﻋﻠى ﻣﺴﺢ اﻟﻤﺸﻬﺪ اﻟﺘﻌﻠﻴﻤي ـ ورﺑﻤﺎ ﻳﻘﻮم ﺑﺘﻬﻤﻴﺸﻪ ﻓﻘﻂ ـ اﻟﻤﻨﺘﺸﺮ واﻟﻘﺎﺋﻢ ﻋﻠى ﻃﺮﻳﻘﺔ 
ﻷﻛﺜﺮ اﺳﺘﻌﻤﺎﻻ ﻓي ﺗﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ ﺣﺘى أواﺧﺮ "اﻟﻘﻮاﻋﺪ واﻟﺘﺮﺟﻤﺔ"، ﺑﻌﺪ أن ﻛﺎﻧﺖ اﻟﻄﺮﻳﻘﺔ ا
اﻟﻘﺮن اﻟﻌﺸﺮﻳﻦ. واﺗﺒﺎع ﻫﺬا اﻟﻤﻨﻬﺞ ﻣﺎ زال ﺣﻴﺎ وإن ﻛﺎن ﻓي ﻃﻮر اﻟﺘﺄﻗﻠﻢ ﻣﻊ اﻻﺣﺘﻴﺎﺟﺎت 
 اﻟﺠﺪﻳﺪة وﺗﻄﻠﻌﺎت اﻟﻄﻠﺒﺔ.
وﺗﺒﺎدل اﻟﺸﻔﺮات واﻟﺴﻠﻮك واﻟﻤﺸﺎﻫﺪ، ﺑﺎﻹﺿﺎﻓﺔ إﻟى ﺗﻮاﺟﺪ اﻟﻄﻠﺒﺔ اﻟﻨﺎﻃﻘﻴﻦ ﺑﺎﻟﻌﺮﺑﻴﺔ 
ﻟﻠﻌﻮﻟﻤﺔ واﻟﻬﺠﺮة ـ ﻗﺪ أﻋﻄى ﻟﺘﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ ﻟﻐﻴﺮ ﻓي ﻗﺎﻋﺎت اﻟﺪرس ـ وﻛﻞ ذﻟﻚ ﻛﻨﺘﻴﺠﺔ 
اﻟﻨﺎﻃﻘﻴﻦ ﺑﻬﺎ أﺑﻌﺎدا ﺟﺪﻳﺪة ﺑﺸﺄن اﻟﺘﻮﺟﻬﺎت واﻷﻫﺪاف واﻷدوات. وأدى ذﻟﻚ أﻳﻀﺎ إﻟى 
إﻋﺎدة اﻟﻨﻈﺮ ﻓي اﻟﻠﻐﺔ اﻟﻤﺘﻌﻠﻤﺔ. وﻛﺎﻧﺖ اﻟﺠﺎﻣﻌﺎت اﻷﻣﺮﻳكﻴﺔ ﻫي أول ﻣﻦ ﻋﻤﻞ ﻋﻠى ﺗﻌﻠﻴﻢ 
ﻨﻴﻬﺎ ﻫﺬا اﻟﺘﻮﺟﻪ اﻟﺠﺪﻳﺪ ﻗﺎﻣﺖ وﻫي أﻳﻀﺎ وﺑﺴﺒﺐ ﺗﺒاﻟﻌﺮﺑﻴﺔ اﻟﺤﺪﻳﺜﺔ ﺑﺼﻔﺘﻬﺎ ﻟﻐﺔ ﻟﻠﺘﻮاﺻﻞ. 
ﻣﺨﺘﻠﻒ اﻟﻌﺎﻣﻴﺎت اﻟﻌﺮﺑﻴﺔ ﻓي اﻟﺘﻌﻠﻴﻢ اﻟﺠﺎﻣﻌي. وأدى ﻫﺬا ﺑﺎﻟﻤﻨﻬﺞ  ﺑﺈدﺧﺎل دراﺳﺔ وﺗﻌﻠﻴﻢ
اﻟﻤﺬﻛﻮر ﺳﺎﺑﻘﺎ واﻟﻘﺎﺋﻢ ﻋﻠى ﻃﺮﻳﻘﺔ "اﻟﻘﻮاﻋﺪ واﻟﺘﺮﺟﻤﺔ"، واﻟﻤﺮاﺟﻌﺎت اﻟﻼﺣﻘﺔ ﻣﺜﻞ اﻟﺒﻨﻴﻮﻳﺔ 
ﺎ ﻓي ﻏﺎﻟﺒﻴﺔ واﻟﻮﺿﻌﻴﺔ إﻟى إﻓﺴﺎح اﻟﻤﺠﺎل ﻟﻠﺘﻮﺟﻬﺎت اﻟﺠﺪﻳﺪة ﻟﻠﺘﻮاﺻﻞ واﻟﻤﺘﺒﻌﺔ ﺣﺎﻟﻴ
 اﻟﻤﺆﺳﺴﺎت اﻟﺘﺮﺑﻮﻳﺔ.
وﺑﻤﻮازاة ذﻟﻚ وﻛﻤﺎ ﻳﻈﻬﺮ ﻣﻦ ﺧﻼل ﻫﺬا اﻟكﺘﺎب، ﻓﻘﺪ ﺗﻢ ﻓﺘﺢ ﺑﺎب ﻟﻠﻨﻘﺎش 
ﺑﺨﺼﻮص اﻟﺘﻨﻮع اﻟﻠﻐﻮي ﻟﻠﻌﺮﺑﻴﺔ واﻟﺬي ﻋﻠﻴﻨﺎ أن ﻧﺘﻌﻠﻤﻪ وﻧﻌﻠﹼﻤﻪ: أ( اﻟﻌﺮﺑﻴﺔ اﻟﺤﺪﻳﺜﺔ، ﻟﻐﺔ 
وﺳﺎﺋﻞ اﻻﻋﻼم؛ ب( ﺷيء ﻣﻦ اﻟﻌﺎﻣﻴﺎت اﻟﺘي ﺗﺴﺎﻋﺪ ﻋﻠى اﻟﺘﻮاﺻﻞ اﻟﺤﻘﻴﻘي، واﻟﺘي ﻣﻦ 
اﻟﺘﻜﺎﻣﻠي"؛ أو ج(  ﻟﻤﻨﻬﺞﻤﻤكﻦ أن ﺗﺘﺪاﺧﻞ ﻣﻊ اﻟﻌﺮﺑﻴﺔ اﻟﻔﺼﻴﺤﺔ، وﻫﻮ ﻣﺎ ﻳﻌﺮف ﺑـ "ااﻟ
ﺑﻌﺾ اﻟﻌﺎﻣﻴﺎت اﻻﻗﻠﻴﻤﻴﺔ واﻟﺘي ﺗﺠﻤﻊ ﻋﺪدا ﻣﻦ اﻟﻠﻬﺠﺎت ذات ﻣﺴﺘﻮى ﺛﻘﺎﻓي، وﻫﻮ ﻣﺎ 
 ﻳﻌﺮف ﺑﻠﻐﺔ اﻟﻤﺘﻌﻠﻤﻴﻦ اﻟﻌﺮب.
واﻟﺸﻌﻮر ﺑﺄﻧﻪ ﻣﺎ زال ﻫﻨﺎك ﺣﺎﺟﺔ إﻟى اﻟﺘﺄﻣﻞ واﻟﻤﻘﺎرﻧﺔ واﻟﺘﺒﺎدل وﻧﺸﺮ اﻟﺘﺠﺎرب 
ﻴﺔ واﻟﺒﺤﺜﻴﺔ ﻓي ﻣﻴﺪان ﺗﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ ﻟﻐﻴﺮ اﻟﻨﺎﻃﻘﻴﻦ ﺑﻬﺎ، ﻣﻦ ﺧﻼل اﻟﺘﻮﺟﻬﺎت اﻟﺘﻌﻠﻴﻤ
واﻟﻤﻴﺎدﻳﻦ واﻟﻤﺴﺘﻮﻳﺎت اﻟﻤﺨﺘﻠﻔﺔ، إﻟى ﺟﺎﻧﺐ اﻻﺣﺘﻀﺎن اﻟكﺒﻴﺮ اﻟﺬي ﻋﺮﻓﻪ ﻗﺒﻞ ﺛﻼث 
، ٢١٠٢ﻋﺮﺑﻴﻠي ، ﻓﻘﺪ ﻛﺎن ﻫﻨﺎك ﻣﺎ ﻳكﻔي ﻣﻦ اﻷﺳﺒﺎب ﻟﺘﻨﻈﻴﻢ ٩٠٠٢ﻋﺮﺑﻴﻠي ﺳﻨﻮات 
ﻋﻦ ﺗﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ ﻟﻐﻴﺮ اﻟﻨﺎﻃﻘﻴﻦ ﺑﻬﺎ. وﺗﻢ ﻫﺬا  اﻟﻤﻨﻈﻢ ﻓي اﺳﺒﺎﻧﻴﺎاﻟﻤﺆﺗﻤﺮ اﻟﺪوﻟي اﻟﺜﺎﻧي 
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 ﻣﻘﺪﻣﺔ
 . ٢١٠٢ﻣﻦ ﺳﺒﺘﻤﺒﺮ  ٩٢و ٨٢، ٧٢اﻟﻤﻠﺘﻘى ﻓي ﻣﻘﺮ اﻟﺒﻴﺖ اﻟﻌﺮﺑﻲ ﺑﻤﺪرﻳﺪ أﻳﺎم 
وﺑﺎﻹﺿﺎﻓﺔ إﻟى ﺗﻠﻚ اﻟﻤﺆﺳﺴﺔ ﻓﻘﺪ ﺳﺎﻫﻢ ﻓي اﻟﺘﻨﻈﻴﻢ ﺟﺎﻣﻌﺔ ﻣﺮﺳﻴﺔ وﻣﺪرﺳﺔ ﻃﻠﻴﻄﻠﺔ 
ﻣﺼﺮف ﻟﻠﻤﺘﺮﺟﻤﻴﻦ )ﺟﺎﻣﻌﺔ ﻛﺎﺳﺘﻴﺎ ﻻﻣﻨﺸﺎ(، وﺑﺪﻋﻢ ﻣﺎﻟي ﻣﻦ وزارة اﻟﺘﻌﻠﻴﻢ واﻟﺘﺠﺪﻳﺪ و
 ﺳﺎﻧﺘﺎﻧﺪﻳﺮ. 
 ﻋﺎﻟﺠﺖ ﻣﺪاﺧﻼت اﻟﻤﺆﺗﻤﺮ اﻟﻤﺤﺎور اﻟﺘﺎﻟﻴﺔ:
 ﺗﻄﺒﻴﻊ ﺗﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ ﻣﻊ اﻹﻃﺎر اﻷوروﺑﻲ اﻟﻤﺸﺘﺮك ﻟﺘﻌﻠﻴﻢ اﻟﻠﻐﺎت.  ▪
 اﻻزدواﺟﻴﺔ اﻟﻠﻐﻮﻳﺔ: ﻣﺴﺘﻮﻳﺎت اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ واﻟﻌﺎﻣﻴﺎت اﻟﻌﺮﺑﻴﺔ. ▪
 اﻹﺣﺼﺎء اﻟﻠﻐﻮي ﺑﺘﻄﺒﻴﻘﻪ ﻋﻠى ﺗﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ ﻟﻐﻴﺮ اﻟﻨﺎﻃﻘﻴﻦ ﺑﻬﺎ. ▪
 ﻦ واﻟﻤﺘﺮﺟﻤﻴﻦ اﻟﻔﻮرﻳﻴﻦ.اﻟﻌﺮﺑﻴﺔ ﻟﻠﻤﺘﺮﺟﻤﻴ ▪
 ﺗﺄﻟﻴﻒ ﻣﻨﺎﻫﺞ ﺗﻌﻠﻴﻤﻴﺔ.  ▪
ﻃﻠﺒﺎ ﻟﻠﻤﺸﺎرﻛﺔ. ﻗﺎﻣﺖ ﻟﺠﻨﺔ  ٨٦ﻓي ﻣﺮﺣﻠﺔ ﺗﻬﻴﺌﺔ اﻟﻠﻘﺎء اﺳﺘﻠﻤﺖ اﻟﻠﺠﻨﺔ اﻟﺘﻨﻈﻴﻤﻴﺔ 
ﻋﻠﻤﻴﺔ دوﻟﻴﺔ ﻣﺸكﻠﺔ ﻣﻦ ﺗﺴﻌﺔ أﻋﻀﺎء ﺑﺘﻘﻴﻴﻢ اﻟﻤﻠﺨﺼﺎت اﻟﺘي ﺗﺨﻠﻮ ﻣﻦ اﺳﻢ اﻟﻤﺆﻟﻒ 
ﺑﻠﺪا وﻫي:  ٨١ﻣﻨﻬﺎ واﻟﺘي ﺣﺼﻠﺖ ﻋﻠى اﻟﺘﻘﻴﻴﻢ اﻷﻋﻠى. ﻗﺪم اﻟﻤﺸﺎرﻛﻮن ﻣﻦ  ٠٢وﻗﺒﻠﺖ 
ﺑﻠﻐﺎرﻳﺎ وﻣﺼﺮ واﺳﺒﺎﻧﻴﺎ واﻟﻮﻻﻳﺎت اﻟﻤﺘﺤﺪة وﻓﺮﻧﺴﺎ وﺑﺮﻳﻄﺎﻧﻴﺎ وﻫﻮﻻﻧﺪا واﻟﻴﺎﺑﺎن واﻟﻤﻐﺮب 
واﻟﺒﺮﺗﻐﺎل، إﻟﺦ. وﺑﻌﺪ اﻻﻧﺘﻬﺎء ﻣﻦ اﻟﻠﻘﺎء وﻣﻦ ﺧﻼل اﻟﺘﻘﻴﻴﻢ اﻟﺜﻨﺎﺋي ﻟﻠﺒﺤﻮث اﻟﺨﺎﻟﻴﺔ ﻣﻦ 
 أﺳﻤﺎء ﻣﺆﻟﻔﻴﻬﺎ، ﺗﻢ اﺧﺘﻴﺎر ﺗﻠﻚ اﻟﺘي ﻫي أﻛﺜﺮ ﺗﻤﺜﻴﻼ ﻟﻠﻤﺤﺎور اﻟﻤﻮﺿﻮﻋﻴﺔ اﻟﻤﺎرة اﻟﺬﻛﺮ،
واﻟﺘي ﺗﻢ ﻧﺸﺮﻫﺎ ﻓي ﻫﺬا اﻟكﺘﺎب. وﺗﻢ إدراﺟﻬﺎ ﻓي أرﺑﻌﺔ أﻗﺴﺎم ﻏﻴﺮ ﻣﺘﻌﺎدﻟﺔ ﻓﻴﻤﺎ ﺑﻴﻨﻬﺎ، وﻫي: 
 "ﻣﻨﻬﺠﻴﺔ"، "ﻣﻌﺠﻤﻴﺔ"، "ﺗﺮﺟﻤﺔ" و"وﺳﺎﺋﻞ". 
ﺗﻔﺘﺘﺢ اﻟﻘﺴﻢ اﻷول ﻣﻨﻬﺎ ﺑكﺘﻮرﻳﺎ أﻏﻴﻼر )ﺟﺎﻣﻌﺔ ﻣﺮﺳﻴﺔ(، اﻟﺘي ﺗﺪﻋﻮ إﻟى اﻟﺘﻌﻠﻴﻢ 
ﺑﺎﻟﻨﻈﺮ إﻟى ﻣﻀﻤﻮﻧﻪ  اﻟﻤﺘﻮازي ﻟﻔﺼﺤى اﻟﻌﺼﺮ واﻟﺪارﺟﺔ اﻟﻤﻐﺮﺑﻴﺔ. وﻳﻘﻮم ﻫﺬا اﻟﺒﺤﺚ
وﺗﻮﺟﻬﻪ ودﻓﺎﻋﻪ اﻟﺤﻤﺎﺳي ﺑﺎرﺗﺒﺎﻃﻪ اﻟﺘﺎم واﺳﺘﻤﺮارﻳﺔ اﻟكﺘﺎب اﻟﺴﺎﺑﻖ. وﻣﻦ اﻟﺠﺪﻳﺮ ﺑﺎﻟﺬﻛﺮ 
ﻛﺎﻧﺖ ﻣﺪاﺧﻠﺔ اﻷﺳﺘﺎذ ﻣﻨﺬر ﻳﻮﻧﺲ واﻟﺬي ﻟﺪﻳﻪ ﺧﺒﺮة ﺗﺰﻳﺪ ﻋﻠى  ٩٠٠٢ﻋﺮﺑﻴﻠي أﻧﻪ ﻓي 
اﻟﻌﺸﺮﻳﻦ ﺳﻨﺔ ﻓي ﺗﻌﻠﻴﻢ اﻟﻔﺼﺤى واﻟﺪارﺟﺔ ﺑﺸكﻞ ﻣﺘﻮاز، ﺑﻤﺜﺎﺑﺔ روح ﺟﺪﻳﺪة ﺑﺎﻟﻨﺴﺒﺔ 
. وﺑﻌﺪ ﻣﺮاﺟﻌﺔ اﻟﺪراﺳﺎت اﻟﻌﺼﺒﻴﺔ ـ اﻟﻠﻐﻮﻳﺔ ﺑﺨﺼﻮص اﻛﺘﺴﺎب اﻟﻠﻐﺔ واﻟﺘﻤﺜﻴﻞ ﻟﻠﺤﺎﺿﺮﻳﻦ
ﻃﺎﻟﺐ اﺳﺒﺎﻧي ﻣﻦ  ٠٠٤اﻟﺪﻣﺎﻏي ﻟﻠﻐﺔ، وﺑﻨﺎء ﻋﻠى اﺳﺘﻔﺘﺎء ﺗﻢ اﺟﺮاؤه ﺑﻴﻦ ﻣﺎ ﻳﺰﻳﺪ ﻋﻠى 
دارﺳي اﻟﻌﺮﺑﻴﺔ، ﺗﺪاﻓﻊ اﻷﺳﺘﺎذة أﻏﻴﻼر ﻋﻦ اﻟﺘﻜﻮﻳﻦ اﻟﻤﺘﻮازي ﻣﻨﺬ اﻟﻴﻮم اﻷول ﻟﻠﻌﺮﺑﻴﺔ 
ﻮاء، ﻣﻔﻀﻠﺔ ﺑﺬﻟﻚ اﻟﻌﺎﻣﻴﺔ اﻟﻤﻐﺮﺑﻴﺔ. وﻣﻦ ﺑﻴﻦ اﻟﻌﺮاﻗﻴﻞ اﻟﻔﺼﺤى وإﺣﺪى اﻟﻌﺎﻣﻴﺎت ﻋﻠى اﻟﺴ
اﻟﺘي ﻻ ﺑﺪ ﻣﻦ ﻣﻮاﺟﻬﺘﻬﺎ ﻓي ﺗﻄﺒﻴﻖ ﻫﺬه اﻟﻤﻨﻬﺠﻴﺔ اﻟﻤﺘﻜﺎﻣﻠﺔ ﺗﺸﻴﺮ اﻟﻤﺆﻟﻔﺔ إﻟى ﻏﻴﺎب 
اﻷﺳﺎﺗﺬة اﻷﻛﻔﺎء ﻟﻠﻘﻴﺎم ﺑﻬﺬه اﻟﻤﻬﻤﺔ، ووﺿﻌﻴﺔ اﻟﻌﺎﻣﻴﺔ اﻟﻤﻐﺮﺑﻴﺔ اﻟﺘي ﻟﻢ ﻳﺘﻢ ﺿﺒﻂ ﻗﻮاﻋﺪﻫﺎ 
اﻫﻦ ﻋﻠى اﻟﻤﻨﻬﺞ اﻟﺘﻜﺎﻣﻠي اﻟﺨﺎﻟي ﻣﻦ ﺑﻌﺪﹸ. وﻟﻴﺴﺖ ﻫﺬه ﻫي اﻟﻤﺪاﺧﻠﺔ اﻟﻮﺣﻴﺪة اﻟﺘي ﺗﺮ
اﻷﻓﻜﺎر اﻟﻤﺴﺒﻘﺔ واﻟﻘﻴﻮد. إﻧﻬﺎ أﻳﻀﺎ ﺣﺎﻟﺔ ﻣﺪاﺧﻼت أﺧﺮى ﻟﻌﺒﺪ اﻟ�ﻪ ﺷﻘﻴﺮي ﻣﺜﻼ وﻣﺎﻧﻮﻳﻞ 
 ﻓﺮﻳﺎ وإﻏﻨﺎﺛﻴﻮ ﻏﻮﺗﻴﺮﻳﺚ دي ﺗﻴﺮان وﻣﺎرﺗﻴﻦ إﺳﻠﻴﻢ ورﺷﺎ ﺳﻠﻴﻤﺎن.
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ﻋﺒﺪ اﻟ�ﻪ ﺷﻘﻴﺮي )ﺟﺎﻣﻌﺔ اﻷﺧﻮﻳﻦ ـ اﻟﻤﻐﺮب( ﻳﺮﻓﻊ ﻋﻠﻢ ﺗﻴﺎر اﻟﺘﻜﺎﻣﻠﻴﺔ اﻟﺬي ﻳﺘﻘﺒﻞ 
ﺔ اﻟﻠﻐﺔ ﻛﻮاﻗﻊ اﺟﺘﻤﺎﻋي ـ ﻟﻐﻮي، واﻟﺬي ﻻ ﺑﺪ ﻣﻦ اﻟﺘﻌﺎﻣﻞ ﻣﻌﻪ ﻓي أي ﺑﺮﻧﺎﻣﺞ ﻟﺘﻌﻠﻴﻢ ازدواﺟﻴ
اﻟﻌﺮﺑﻴﺔ. ﻏﻴﺮ أن ﻫﺬا اﻟﻄﺮح ـ ﻳﺆﻛﺪ اﻟﻤﺆﻟﻒ ـ ﻳﺼﻄﺪم ﺑﺤﺎﻟﺔ ﻏﻴﺎب اﻟﻤﻮاد اﻟﺘﻌﻠﻴﻤﻴﺔ ﻟﻠﻌﺎﻣﻴﺔ 
وﻛﺬﻟﻚ ﻏﻴﺎب ﺿﺒﻂ ﻗﻮاﻋﺪ ﻣﺨﺘﻠﻒ أﺷكﺎل وﻣﺴﺘﻮﻳﺎت اﻟﻌﺎﻣﻴﺔ. واﻟﻮﺿﻌﻴﺔ اﻟﻠﻐﻮﻳﺔ اﻟﺤﺎﻟﻴﺔ 
اﻟﻮاﻗﻊ اﻟﺬي ﻳﻌﻴﺸﻪ اﻟﻤﺠﺘﻤﻊ اﻟﺬي ﻫﻮ ﻓي ﻃﺮﻳﻖ اﻟﺘﻐﻴﻴﺮ اﻟﺬي ﻳﻨﺒﻐي ﻟﻠﻌﺎﻣﻴﺔ ﺗﺒﻴﻦ ﺣﻴﻮﻳﺔ 
اﻻﻧﺘﺒﺎه إﻟﻴﻪ. واﻟﻌﻨﺎﺻﺮ اﻟﺮﺋﻴﺴﻴﺔ ﻓي رأﻳﻪ واﻟﺘي ﺗﺮﺳﻢ ﺗﻄﻮر أﺷكﺎل اﻟﻌﺎﻣﻴﺔ ﻫي: ﺿﺮورة اﻳﺠﺎد 
ﺷﻔﺮات ﺑﻴﺎﻧﻴﺔ ﻳﻤكﻦ ﻧﻘﻠﻬﺎ إﻟى اﻟﺘﻜﻨﻠﻮﺟﻴﺔ اﻟﺠﺪﻳﺪة، اﻟﺘﻘﺪم ﺑﺸﺄن وﺿﻌﻴﺘﻬﺎ اﻻﺟﺘﻤﺎﻋﻴﺔ، ﻣﻊ 
اﻟﺘﻠﻔﺰﻳﻮن ﻣﻦ ﺧﻼل دﺑﻠﺠﺔ اﻟﻤﺴﻠﺴﻼت واﺳﺘﺨﺪام اﻹﺷﻬﺎر، ﺛﻢ ﻛﻮﻧﻬﺎ ﻣﺮﺗﺒﻄﺔ ﺑﻤﻴﺎدﻳﻦ ﻣﺜﻞ 
 إدﺧﺎﻟﻬﺎ ﻓي اﻟﻤﻴﺪان اﻷدﺑﻲ ﻋﻦ ﻃﺮﻳﻖ اﻟﺤﻮار.
إﻏﻨﺎﺛﻴﻮ ﻏﻮﺗﻴﺮﻳﺚ دي ﺗﻴﺮان )ﺟﺎﻣﻌﺔ أوﺗﻮﻧﻮﻣﺎ ﺑﻤﺪرﻳﺪ(، وﻋﻠى ﻧﻔﺲ ﻃﺮﻳﻖ اﻟﺘﻌﻠﻴﻢ 
اﻟﻤﺘﻮازي واﻟﻤﺘﻜﺎﻣﻞ ﻟﻠﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى واﻟﻌﺎﻣﻴﺔ، ﻳﺤﻠﻞ ﻓي ﻫﺬا اﻟﺒﺤﺚ ﺗﺠﺮﺑﺘﻪ اﻟﺸﺨﺼﻴﺔ 
اﻟﺠﻮاﻧﺐ اﻟﺴﻠﺒﻴﺔ. وﻣﺪاﺧﻠﺘﻪ ﻫي ﻧﻮع ﻣﻦ اﻟﺪﻋﻮة إﻟى اﻟﺤﺬر. ﻓﻬﻮ ﻳﺒﻴﻦ اﻟﺤﻴﺮة ﻣﺸﻴﺮا إﻟى 
اﻟﺘي ﺳﺒﺒﺘﻬﺎ اﻟﻔﺮوﻗﺎت ﻓي اﻟﻤﺴﺘﻮﻳﺎت ﺑﻴﻦ ﻃﻼﺑﻪ ﻓي ﺟﺎﻣﻌﺔ أوﺗﻮﻧﻮﻣﺎ ﺑﻤﺪرﻳﺪ، وﻳﺆﻛﺪ ﻋﻠى 
ﺿﺮورة أن ﻳﺤﺪد اﻷﺳﺘﺎذ ﻣﻨﺬ اﻟﺪرس اﻷول اﻟﻤﻴﺪان اﻟﺨﺎص ﺑكﻞ ﻟﻐﺔ أو ﺷكﻞ ﻟﻐﻮي. وﻫﺬا 
اﻟﺤﻘﻴﻘﺔ اﻟﺘي ﻻ ﺟﺪال ﻓﻴﻬﺎ ﺑكﻮن ﻣﺠﺎل اﻟﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى اﻷﺧﻴﺮ ﻓي رأﻳﻪ ﻳﺆدي إﻟى ﻧﻔي 
اﻟﻄﺒﻴﻌي ﻫﻮ اﻟﻔﻀﺎء اﻟﺨﺎص ﺑﺎﻟﺘﻮاﺻﻞ اﻟﺸﻔﻮي. وﻳﺮﺣﺐ اﻟﻤﺆﻟﻒ ﺑﺎﻟﻤﻨﻬﺞ اﻟﺘﻜﺎﻣﻠي وﻟكﻦ 
ﺑﺸﺮط أﻻ ﻳﺆدي ذﻟﻚ إﻟى دﻓﻊ اﻟﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى إﻟى ﻣﺴﺘﻮى أدﻧى، وأﻻ� ﻳﻌﻴﺪ اﻟﺪراﺳﺎت 
ﺑﻴﻦ ﻣﻨﺎﺻﺮي اﻟﻔﺼﺤى واﻟﻤﺪاﻓﻌﻴﻦ اﻟﻌﺮﺑﻴﺔ ﻓي اﻟﺠﺎﻣﻌﺎت اﻻﺳﺒﺎﻧﻴﺔ إﻟى اﻟﻤﻮاﺟﻬﺎت اﻟﻘﺪﻳﻤﺔ 
 ﻋﻦ اﻟﻌﺎﻣﻴﺔ أو اﻟﺪارﺟﺔ.
ﻣﺎرﺗﻴﻦ إﺳﻠﻴﻢ )ﺟﺎﻣﻌﺔ ﺑﻮﻛﻨﻴﻞ ـ اﻟﻮﻻﻳﺎت اﻟﻤﺘﺤﺪة( ﻳﺮﻛﺰ ﺑﺤﺜﻪ ﻋﻠى ﺳﻠﻮك اﻟﻄﻠﺒﺔ 
اﻷﻣﺮﻳكﺎن ﺗﺠﺎه دراﺳﺔ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ واﻷﺳﺒﺎب اﻟﻤﺆدﻳﺔ إﻟى ذﻟﻚ. ﻳﺆﻛﺪ ﻋﻠى أن اﻻﻫﺘﻤﺎم 
ﻦ ﺳﺒﺘﻤﺒﺮ، ﻛﻤﺎ أﻧﻪ ﻳﺸﻴﺮ إﻟى أن ﺑﻬﺬه اﻟﻠﻐﺔ ﻗﺪ ﺗﺰاﻳﺪ ﺑﻮﺿﻮح ﺑﺴﺒﺐ أﺣﺪاث اﻟﺤﺎدي ﻋﺸﺮ ﻣ
ﺗﻌﻠﻴﻢ ﻫﺬه اﻟﻠﻐﺔ ﻳﺘﺄﺛﺮ ﺑﺎﻟﻨﻘﺺ اﻟﺤﺎﺻﻞ ﻓي اﻷﺳﺎﺗﺬة اﻟكﻔﻮﺋﻴﻦ. وﻳﻀﻴﻒ ﺑﺄن ازدواﺟﻴﺔ اﻟﻠﻐﺔ 
ﻫي اﻷﺧﺮى ﺗﺴﺎﻫﻢ ﻓي زﻳﺎدة اﻟﺼﻌﻮﺑﺔ، ﺣﻴﺚ أنﹼ ﻋﺪد اﻟﺠﺎﻣﻌﺎت اﻟﺘي ﺗﻘﻮم ﺑﺘﻄﺒﻴﻖ اﻟﻤﻨﻬﺞ 
اﻷﺳﺘﺎذ إﺳﻠﻴﻢ اﻟﺘﻜﺎﻣﻠي ﻣﺎ زال ﻗﻠﻴﻼ ﺳﻮاء ﻋﻠى اﻟﻤﺴﺘﻮى اﻟكﺘﺎﺑﻲ أو اﻟﺸﻔﻮي. وﻳﻨﻬي 
ﻣﺪاﺧﻠﺘﻪ ﺑﺎﻟﺪﻋﻮة إﻟى ﺗﺤﺴﻴﻦ ﺗﻜﻮﻳﻦ اﻷﺳﺎﺗﺬة وﺗﻄﺒﻴﻖ ﻣﻨﺎﻫﺞ دراﺳﻴﺔ ﺗﻜﺎﻣﻠﻴﺔ ﺗﺮﺿي ﺣﺎﺟﺔ 
 اﻟﻄﻠﺒﺔ.
وﻟﻴﺪ ﺻﺎﻟﺢ )ﺟﺎﻣﻌﺔ أوﺗﻮﻧﻮﻣﺎ ﺑﻤﺪرﻳﺪ(، ﻳﺒﻴﻦ أﻫﻤﻴﺔ إدﺧﺎل اﻟﻤﻀﺎﻣﻴﻦ اﻻﺟﺘﻤﺎﻋﻴﺔ 
ﺎ اﻟﺜﻘﺎﻓﻴﺔ ﻓي ﻣﻨﺎﻫﺞ ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻐﻴﺮ اﻟﻨﺎﻃﻘﻴﻦ ﺑﻬﺎ. وﻣﻦ ﺑﻴﻦ اﻷﻫﺪاف اﻟﺘي ﻳﺒﺮزﻫ
ﺿﺮورة ﻣﺤﺎرﺑﺔ اﻟﺼﻮر اﻟﻨﻤﻄﻴﺔ اﻟﻤﻨﺘﺸﺮة ﻓي اﻟﻤﺠﺘﻤﻊ اﻻﺳﺒﺎﻧي ﻓﻴﻤﺎ ﻳﺘﻌﻠﻖ ﺑﺎﻟﺜﻘﺎﻓﺔ اﻟﻌﺮﺑﻴﺔ، 
ﺣﻴﺚ ﻳﺘﻢ ﺗﻌﻠﻴﻢ ﺗﻠﻚ اﻟﻤﻀﺎﻣﻴﻦ ﻓي ﻧﻔﺲ اﻟﻮﻗﺖ اﻟﺬي ﺗﺘﻢ ﻓﻴﻪ دراﺳﺔ اﻟﺘﺮاﻛﻴﺐ اﻟﻨﺤﻮﻳﺔ 
واﻟﻘﻮاﻋﺪ اﻟﺼﺮﻓﻴﺔ وأﺻﻮات اﻟﻌﺮﺑﻴﺔ. وﺑﺸكﻞ ﻣﺎ ﻓﺈن اﻟﺒﺤﺚ ﻳﻤكﻦ اﻋﺘﺒﺎره دﻋﻮة إﻟى اﻟﺤﺪ 
اﻻﻫﺘﻤﺎم ﺑﺠﺎﻧﺐ ﻓﻘﻪ اﻟﻠﻐﺔ ﻋﻠى ﺣﺴﺎب ﻏﻴﺮه ﻣﻦ اﻟﺠﻮاﻧﺐ اﻷﺧﺮى ﻓي  ﻣﻦ اﻟﻤﺒﺎﻟﻐﺔ ﻓي
اﻟﺒﺮاﻣﺞ اﻟﺠﺎﻣﻌﻴﺔ. واﻟﺒﺤﻮث اﻟﺘي ﺗﺤﻠﻞ اﻟﺪور اﻟﺨﺎص ﺑﺎﻟﻤﻀﺎﻣﻴﻦ اﻻﺟﺘﻤﺎﻋﻴﺔ اﻟﺜﻘﺎﻓﻴﺔ ﻓي 
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اﻛﺘﺴﺎب اﻟﻠﻐﺔ ﻟﻴﺴﺖ ﻛﺜﻴﺮة. وﻻ ﻳﺨﻔى ﻋﻠى أﺣﺪ ﻣﻦ ﻧﺎﺣﻴﺔ أﺧﺮى أﻧﻪ ﺑﺪون اﻻﻃﻼع وﻣﻌﺮﻓﺔ 
ﻟﻤﺘﻌﻠﻢ إﻟى اﻻﺳﺘﺨﺪام ﻏﻴﺮ اﻟﺼﺤﻴﺢ ﻟﻠﻐﺔ، أو ﻋﻠى اﻟﻈﺮوف اﻻﺟﺘﻤﺎﻋﻴﺔ اﻟﺜﻘﺎﻓﻴﺔ ﻳﺆدي ﺑﺎ
اﻷﻗﻞ إﻟى ﺳﻮء اﺳﺘﻌﻤﺎل اﻟﻠﻐﺔ ﻣﻦ اﻟﺠﺎﻧﺐ اﻟﻌﻤﻠي. وﺗﻘﺪم ﻫﺬه اﻟﻤﺪاﺧﻠﺔ ﻓي اﻟﻨﻬﺎﻳﺔ ﺟﻤﻠﺔ 
ﻣﻦ اﻟﻨﺼﻮص واﻟﺨﺮاﺋﻂ واﻟﻮﺳﺎﺋﻞ وﺗﻤﺎرﻳﻦ اﻟﻔﻬﻢ اﻟﺘي ﺗﺴﻤﺢ ﺑﺈدﺧﺎل ﺑﻌﺾ اﻟﻤﻔﺎﻫﻴﻢ 
 اﻷﺳﺎﺳﻴﺔ ﻟﻠﺜﻘﺎﻓﺔ وﻟﻠﻤﺠﺘﻤﻌﺎت اﻟﻌﺮﺑﻴﺔ.
ﺸﺴﺘﺮ( ﺗﻨﻬي ﻫﺬا اﻟﻘﺴﻢ اﻟﻤﺨﺼﺺ ﻟﻠﻤﻨﻬﺠﻴﺔ اﻟﺘﺮﺑﻮﻳﺔ رﺷﺎ ﺳﻠﻴﻤﺎن )ﺟﺎﻣﻌﺔ ﻣﺎﻧ
واﻟﺘﻮﺟﻬﺎت اﻟﺘﻌﻠﻴﻤﻴﺔ. وﻣﻦ ﺟﺪﻳﺪ ﻳﺘﻢ اﻟﺮﻫﺎن ﻋﻠى اﻟﻤﻨﻬﺞ اﻟﺘﻜﺎﻣﻠي، وﺗﻄﺮح اﻟﻤﺆﻟﻔﺔ ﻗﻀﺎﻳﺎ 
ﻣﺜﻞ: أ( ﻓي أﻳﺔ ﻟﺤﻈﺔ ﻳﺠﺐ إدﺧﺎل اﻟﻤﺴﺘﻮى اﻟﻌﺎﻣي )ﻣﻨﺬ اﻟﺒﺪاﻳﺔ أو ﻓي اﻟﺪراﺳﺎت 
ي ﻳﺪرس أو إﺣﺪى اﻟﻌﺎﻣﻴﺎت اﻟﻤﺘﻘﺪﻣﺔ؟(، ب( أﻳﺔ ﻋﺎﻣﻴﺔ ﻳﺠﻴﺐ اﻻﺧﺘﻴﺎر )ﻋﺎﻣﻴﺔ اﻟﺒﻠﺪ اﻟﺬ
اﻷﻛﺜﺮ اﻧﺘﺸﺎرا؟(. وﻣﻦ ﺧﻼل دراﺳﺔ ﺗﻌﻤﻞ ﻋﻠى اﻻﺳﺘﺨﺪام اﻟﻤﺨﺘﻠﻂ ﻟﻠﻔﺼﺤى وأﺷكﺎل ﻣﻦ 
اﻟﻌﺎﻣﻴﺔ ﻓي ﻧﻔﺲ اﻟﺪرس اﻟﻠﻐﻮي، ﺗﺒﻴﻦ رﺷﺎ ﺳﻠﻴﻤﺎن ﻣﺎ ﻳﺠﺐ أن ﻳكﻮن ﻋﻠﻴﻪ ﻣﻮﻗﻒ اﻟﻌﻤﻠﻴﺔ 
 اﻟﺘﻌﻠﻴﻤﻴﺔ، وﺗﻤﻴﻞ إﻟى ﺗﺴﻬﻴﻞ ﻓﻬﻢ اﻟﻘﻮاﻋﺪ اﻟﺘي ﺗﻨﻈﻢ ﻋﻤﻠﻴﺔ اﻻﻧﺘﻘﺎل ﻣﻦ اﻟﻔﺼﺤى إﻟى
اﻟﻌﺎﻣﻴﺔ ﻟﺘﻬﻴﺌﺔ اﻟﻄﺎﻟﺐ ﻋﻠى ﺗﻘﺒﻞ ذﻟﻚ ﺑﺤﻴﺚ ﻳﺘﻢ ﺗﺰوﻳﺪه ﺑﺄدوات ﺗﻀﻤﻦ ﻟﻪ اﺳﺘﺠﺎﺑﺔ ﻧﺸﻄﺔ 
 ﻓي اﻟﺤﺎﻻت اﻟﻠﻐﻮﻳﺔ اﻟﻮاﻗﻌﻴﺔ.
واﻟﻘﺴﻢ اﻟﺜﺎﻧي ﻣﻦ اﻟكﺘﺎب واﻟﻤﺨﺼﺺ ﻟﻠﻤﻌﺠﻤﻴﺔ، ﻳﺘﻜﻮن ﻣﻦ ﺛﻼﺛﺔ ﺑﺤﻮث. ﺑﺤﺚ 
ﻻورا ﻏﺎﻏﻮ )ﺟﺎﻣﻌﺔ ﺳﻼﻣﻨﻜﺎ( ﻳﺼﻨﹼﻒ ﻓي إﻃﺎر اﻟﺪراﺳﺎت اﻟﻠﺴﺎﻧﻴﺔ اﻟﻤﻄﺒﻘﺔ ﻋﻠى اﺧﺘﻴﺎر 
ﻤﻔﺮدات. وﺗﻨﻄﻠﻖ ﻛﻤﻌﻴﺎر أﺳﺎﺳي ﻣﻦ ﻓﻬﺎرس ﺗﻜﺮار اﻟﻤﻔﺮدات اﻟﻤﺴﺘﺨﺪﻣﺔ ﻓي ﺣﺎﻻت اﻟ
ﺧﺎﺻﺔ ﻓي اﻟﺘﻮاﺻﻞ، ﻣﻦ أﺟﻞ اﻟﻘﻴﺎم ﺑﺘﺤﻠﻴﻞ إﺣﺼﺎﺋي واﻟﺬي ﺳﻴكﻮن ﻣﻔﻴﺪا ﻓي اﺧﺘﻴﺎر 
اﻟﻤﻔﺮدات اﻟﺘي ﻳﻨﺒﻐي ﻋﻠى ﻣﺘﻌﻠﻢ اﻟﻌﺮﺑﻴﺔ أن ﻳكﺘﺴﺒﻬﺎ. وﻣﻦ اﻷﻣﻮر اﻟﺘي ﺗﺴﺘﺤﻖ اﻻﺷﺎرة ﻓي 
ﺮ ﻣﺴﺄﻟﺔ ﻋﺪم اﻟﺘﻔﺮﻳﻖ ﺑﻴﻦ اﻟكﻠﻤﺎت اﻟﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى اﻟﺒﺤﺚ اﻟﻤﻌﺠﻤي ﻫﺬا ﻳﻤكﻦ أن ﻧﺬﻛ
 وأﺧﺮى ﻣﻦ ﻣﺨﺘﻠﻒ اﻟﻌﺎﻣﻴﺎت اﻟﻤﺴﺘﻌﻤﻠﺔ.
وﻋﻠى ﻫﺬا اﻟﻤﻨﻮال ﻧﻔﺴﻪ وﺿﻤﻦ اﻟﻘﺴﻢ اﻟﻤﺨﺼﺺ ﻟﻠﻤﻌﺠﻤﻴﺔ، وﻓي ﻣﻴﺪان 
اﻟﺪراﺳﺎت اﻟﻠﺴﺎﻧﻴﺔ اﻟﺘﻄﺒﻴﻘﻴﺔ، ﺗﻌﻤﻞ ﺑﺎوﻻ ﺳﺎﻧﺘﻴﺎن )اﻟﺒﻴﺖ اﻟﻌﺮﺑﻲ( ﻋﻠى ﺗﺤﻠﻴﻞ ﻣﻔﻴﺪ ﻳﺪﻋﻮ 
ﻣﻨﺎﻫﺞ وﻛﺘﺐ ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ، وﺧﺎﺻﺔ ﻣﻨﻬﺎ ﺗﻠﻚ  إﻟى إدﺧﺎل "اﻟﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ" ﻓي
اﻟﺘي ﺗﺘﺮﻛﺐ ﻣﻦ ﻓﻌﻞ أﺳﺎﺳي )ﺛﻘﻴﻞ( واﺳﻢ، ﺑﺎﻟﻨﻈﺮ إﻟى ﻛﺜﺮة اﺳﺘﺨﺪاﻣﻬﺎ وﻟكﻮﻧﻬﺎ ﺗﺸكﻞ 
ﺟﺰءا أﺳﺎﺳﻴﺎ ﻣﻦ اﻟﻤﻔﺮدات اﻟﺘي ﻋﻠى اﻟﻄﺎﻟﺐ أن ﻳكﺘﺴﺒﻬﺎ وﺧﺎﺻﺔ ﻓي اﻟﻤﺮﺣﻠﺔ اﻟﻤﺘﻮﺳﻄﺔ 
اﻟﺒﺤﺚ، واﻟﻤﺨﺼﺼﺔ ﻹدﺧﺎل  ﻣﻦ ﺗﻜﻮﻳﻨﻪ. وﺗﺄﺗي ﺟﻤﻠﺔ ﻣﻦ اﻟﺘﻤﺮﻳﻨﺎت اﻟﻨﻤﻮذﺟﻴﺔ ﻹﺛﺮاء ﻫﺬا
 اﻟﻤﻔﻬﻮم واﻻﺳﺘﺨﺪام واﻟﻬﻀﻢ ﻟﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ ﻓي درس اﻟﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى.
ﺗﺴﻔﻴﺘﻮﻣﻴﺮا ﺑﺎﺷﻮﻓﺎ )ﺟﺎﻣﻌﺔ ﺻﻮﻓﻴﺎ( ﺗﺘﻨﺎول ﺑﺎﻟﺘﺤﻠﻴﻞ اﻻﻟكﺘﺮوﻧي ﻣﺠﻤﻮﻋﺔ ﻣﻦ 
اﻟﻨﺼﻮص اﻟﻤﺤﺮرة ﻣﻦ ﻗﺒﻞ ﻃﻼب اﻟﻌﺮﺑﻴﺔ، ﺣﻴﺚ ﻟﻐﺘﻬﻢ اﻷم ﻫي اﻟﺒﻠﻐﺎرﻳﺔ. وﺗﻘﻮم ﻣﺆﻟﻔﺔ 
ﺧﻄﺎء اﻷﻛﺜﺮ ورودا وﺗﺤﺪد اﻟﻌﻼﻗﺔ )أو ﻻ ﺗﺤﺪد( ﺑﻴﻦ اﻟﺸكﻞ اﻟﺒﺤﺚ ﺑﺘﻘﺪﻳﻢ ﻓﻬﺮﺳﺔ ﻟﻸ
واﻻﺳﺘﺨﺪام ﻓي ﺗﻠﻚ اﻟﻨﺼﻮص. وﻧﺘﺎﺋﺞ ﺑﺤﺜﻬﺎ ﺗﻮﻓﺮ ﻣﻌﻠﻮﻣﺎت ﻣﻬﻤﺔ ﻳكﻤﻠﻬﺎ ﺑﺤﺚ ﻋﻦ 
ﺗﻜﺮار ﺗﻠﻚ اﻟكﻠﻤﺎت ﻓي ﻧﺼﻮص ﻣكﺘﻮﺑﺔ ﻣﻦ ﻃﺮف ﻣﺘﻜﻠﻤي اﻟﻌﺮﺑﻴﺔ ﻛﻠﻐﺔ أم. وﻟﻔﺎﺋﺪﺗﻪ ﺗﻌﻤﻞ 
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ن ﺑﻤﺜﺎﺑﺔ اﻟﺒﺬرة ﻟﺒﺤﻮث ﻋﻠى ﺗﻀﻤﻴﻦ ﻣﻠﺤﻘﺎت ﺗﺒﻘي اﻟﺒﺎب ﻣﻔﺘﻮﺣﺎ ﻟﻘﺮاءات أﺧﺮى ﺗﻜﻮ
 ﻣﺴﺘﻘﺒﻠﻴﺔ.
ﻳﺘﻨﺎول اﻟﻘﺴﻢ اﻟﺜﺎﻟﺚ ﺑﺤﺜﻴﻦ ﻳﺘﻌﻠﻘﺎن ﺑﺘﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ ﻛﻠﻐﺔ "ب" أو ﻛﻠﻐﺔ "ج" )اﺧﺘﻴﺎر 
ﺛﺎن أو ﺛﺎﻟﺚ( ﻟﻠﻤﺘﺮﺟﻤﻴﻦ. وﺗﺄﺗي ﻣﺪاﺧﻠﺔ ﻣﺎﻧﻮﻳﻞ ﻓﺮﻳﺔ )ﺟﺎﻣﻌﺔ ﻏﺮﻧﺎﻃﺔ( ﻟﺘﺤﻄﻴﻢ ﺟﺪار 
ﻟﻄﻼب اﻟﺼﻤﺖ اﻟكﺎﺋﻦ ﻓﻴﻤﺎ ﻳﺨﺺ اﻟﻤﺒﺎدئ اﻟﺘي ﻳﺠﺐ اﺗﺒﺎﻋﻬﺎ ﻓي ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ 
اﻟﺘﺮﺟﻤﺔ واﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ )ﺑﺎﺳﺘﺜﻨﺎء رﺳﺎﻟﺘي اﻟﺪﻛﺘﻮراه ﻟﻨﻌﻴﻤﺔ إﻟﻬﺎﻣي وﺑﺸﻴﺮ ﻣﺤﺠﻮب، 
وﻛﻠﺘﺎﻫﻤﺎ ﻓي ﻃﻮر اﻻﻧﺠﺎز ﻓي ﺟﺎﻣﻌﺔ ﻏﺮﻧﺎﻃﺔ(. وﻫﺬا اﻟﺒﺤﺚ اﻟﺬي ﻳﻬﺪف إﻟى أن ﻳكﻮن 
ﺧﻼﺻﺔ وﺗﺤﺪﻳﺜﺎ ﻟﻘﻀﺎﻳﺎ أﺳﺎﺳﻴﺔ ﻣﺜﻞ: ﺗﺼﻨﻴﻒ اﻟﻠﻐﺎت ﺑﺎﻟﻨﺴﺒﺔ ﻟﻠﻤﺘﺮﺟﻤﻴﻦ؛ ﻣﺎذا ﺗﻌﻨي ﻟﻐﺔ 
ﻠﻢ اﻟﻌﺮﺑﻴﺔ: اﻟﻔﺼﺤى أو اﻟﻌﺎﻣﻴﺔ؟؛ ﺻﻌﻮﺑﺔ اﻛﺘﺴﺎب ﻣﺨﺘﻠﻒ اﻟﻤﻬﺎرات أوﻟى ﺑﺎﻟﻨﺴﺒﺔ ﻟﻤﺘﻜ
ﺑﺎﻟﺘﺴﺎوي، ﺑﺴﺒﺐ وﺟﻮد اﻟﻌﺎﻣﻴﺎت؛ ﺗﻜﻮﻳﻦ اﻟﻤﺘﺮﺟﻤﻴﻦ اﻟﻔﻮرﻳﻴﻦ ﺧﻼل ﻓﺘﺮة اﻟﺤﻤﺎﻳﺔ 
اﻻﺳﺒﺎﻧﻴﺔ ﻓي اﻟﻤﻐﺮب ﻛﻤﺜﺎل؛ اﻻﺳﺘﺨﺪام اﻟﺘﻘﻠﻴﺪي ﻟﻄﺮﻳﻘﺔ "اﻟﻘﻮاﻋﺪ واﻟﺘﺮﺟﻤﺔ"؛ وﺿﻌﻴﺔ 
ﺎﻧﻴﺎ ورﺑﻄﻬﺎ ﺑﺈﻃﺎر اﻟﻤﺮﺟﻌﻴﺔ اﻷوروﺑﻴﺔ اﻟﻤﺆﺳﺴﺎت اﻟﻤﺨﺘﺼﺔ ﺑﺘﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ ﺣﺎﻟﻴﺎ ﻓي اﺳﺒ
ﻟﺘﻌﻠﻴﻢ اﻟﻠﻐﺎت، إﻟﺦ. وﻣﻦ ﺑﻴﻦ اﻟﻤﻮاﻗﻒ واﻻﻗﺘﺮاﺣﺎت اﻟﺘي ﻳﺪﻋﻮ إﻟﻴﻬﺎ ﻟﺪى ﺗﻜﻮﻳﻦ 
اﻟﻤﺘﺮﺟﻤﻴﻦ واﻟﻤﺘﺮﺟﻤﻴﻦ اﻟﻔﻮرﻳﻴﻦ ﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ، ﻳﻤكﻨﻨﺎ أن ﻧﺬﻛﺮ: ﺿﺮورة اﻟﻌﻤﻞ ﻋﻠى ﺗﻜﻮﻳﻦ 
رة ﺗﻜﻮﻳﻦ اﻟﻤﺘﺮﺟﻤﻴﻦ ﻟﻐﻮي ﻛﺎﻣﻞ ﻳﺄﺧﺬ ﺑﻨﻈﺮ اﻻﻋﺘﺒﺎر اﻻزدواﺟﻴﺔ ﻓي اﻟﺒﺮاﻣﺞ اﻟﻤﻬﻴﺄة؛ ﺿﺮو
 اﻟﻔﻮرﻳﻴﻦ ﻓي اﻟﻌﺎﻣﻴﺎت، وﻛﺬا ﻣﻌﺎﻟﺠﺔ ﺗﺪﺧﻞ اﻻﻧﻜﻠﻴﺰﻳﺔ واﻟﻔﺮﻧﺴﻴﺔ ﻓي اﻟﻤﻴﺪان اﻟﺘﻘﻨي.
ﻟﻠﻤﺘﺮﺟﻤﻴﻦ( ﻓي اﻟﺒﺪاﻳﺔ اﻟﺤﺎﻟﺔ اﻟﺮاﻫﻨﺔ ﻟﻄﺮق  ﻳﻘﺪم ﺑﺸﻴﺮ ﻣﺤﺠﻮب )ﻣﺪرﺳﺔ ﻃﻠﻴﻄﻠﺔ
ﺗﻌﻠﻴﻢ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ. ﺛﻢ ﻳﻌﺮض ﻧﺘﺎﺋﺞ ﺑﺤﺚ ﺗﺠﺮﻳﺒﻲ ﻳﺘﻌﻠﻖ ﺑﺎﻟﺨﺼﻮﺻﻴﺔ واﻟﻤﻌﺎﻳﻴﺮ اﻟﺘي 
ﺸﻄﺔ اﻟﻤﺘﺮﺟﻢ اﻟﻔﻮري ﻓي ﺣﺎﻟﺔ اﻟﺘﺮﺟﻤﺔ ﺑﻴﻦ اﻟﻌﺮﺑﻴﺔ ـ اﻻﺳﺒﺎﻧﻴﺔ، ﺗﻠﻚ اﻟﻤﻌﺎﻳﻴﺮ اﻟﺘي ﺗﻨﻈﻢ أﻧ
ﻳﻤكﻦ ﺗﻄﺒﻴﻘﻬﺎ ﻓي اﻟﺒﺮاﻣﺞ اﻟﺘﻌﻠﻴﻤﻴﺔ ﻟكﻠﻴﺎت اﻟﺘﺮﺟﻤﺔ واﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ. وﻟﺪﻋﻢ ﺑﺤﺜﻪ ﻳﻘﺪم 
اﻟﻤﺆﻟﻒ اﺳﺘﻔﺘﺎء أﺟﺮي ﺑﻴﻦ أﺳﺎﺗﺬة وﻃﻼب وﻣﻬﻨﻴﻲ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ﺑﻴﻦ اﻟﻌﺮﺑﻴﺔ ـ 
 اﻻﺳﺒﺎﻧﻴﺔ.
ء اﻷﺧﻴﺮ ﻣﻦ اﻟكﺘﺎب ﻋﻠى ﺛﻼث ﻣﺴﺎﻫﻤﺎت ﺗﺘﻌﻠﻖ ﺑﺘﻘﺪﻳﻢ ﻣﻮاد ﺗﻌﻠﻴﻤﻴﺔ ﻳﺸﺘﻤﻞ اﻟﺠﺰ
وأﻧﺸﻄﺔ ﻟﻘﺎﻋﺔ اﻟﺪرس. ﺑكﺘﻮرﻳﺎ أﻏﻴﻼر )ﺟﺎﻣﻌﺔ ﻣﺮﺳﻴﺔ( وﻣﻴﻐﻴﻞ أﻧﺨﻞ ﻣﻨﺜﺎﻧﻮ )ﺟﺎﻣﻌﺔ 
ﺳﻼﻣﻨﻜﺎ( ﻳﻘﺪﻣﺎن وﻳﺼﻔﺎن ﻣﻨﻬﺞ "ﻋﻠى ﻃﻮل" واﻟﺬي ﺳﺎﻫﻢ أﻳﻀﺎ ﻓي اﻧﺠﺎزه اﻷﺳﺘﺎذ 
ﻃﺮﻳﻖ اﻟﺘﻌﻠﻴﻢ اﻟﺬاﺗي، ﻓﺈن "ﻋﻠى  ﺧﻴﺴﻮس ﺛﺎﻧﻮن. وﻣﻊ أن ﻫﺬا اﻟﻤﻨﻬﺞ ﻳﻤكﻦ أن ﻳ�ﺪرس ﻋﻦ
ﻃﻮل" ﻣﻮﺟﻪ ﻟﻄﻠﺒﺔ اﻟﻌﺮﺑﻴﺔ ﻣﻦ اﻻﺳﺒﺎن ﻟﺘﻌﻠﻢ ﻣﺒﺎدئ اﻟكﺘﺎﺑﺔ واﻟكﻼم ﺑﻤﺴﺎﻋﺪة اﻷﺳﺘﺎذ. 
وﻳﻤكﻦ ﺗﺼﻨﻴﻒ ﻫﺬا اﻟكﺘﺎب ﺿﻤﻦ ﻣﻨﻬﺞ اﻻﺳﺘﻤﺎع ـ اﻟكﻼم، واﻟﺬي أﻓﺮز ﻋﻦ ﻧﺘﺎﺋﺞ ﻣﻤﺘﺎزة 
 ﻓي ﺗﻌﻠﻴﻢ اﻷﺻﻮات واﻟﺘﻌﺎﺑﻴﺮ اﻟﻠﻐﻮﻳﺔ.
ﻓي اﻟﻤﺮﻳﺔ(، ﻳﻘﺘﺮح ﺑﺨﺼﻮص ﺗﻘﺪﻳﻢ ﻣﺸﺎﻫﺪ أﻧﻄﻮﻧﻴﻮ ﻣﺎرﺗﻴﻨﻴﺚ )ﻣﺪرﺳﺔ اﻟﻠﻐﺎت 
ﻣﺴﺮﺣﻴﺔ ﻣﻦ ﻃﺮف ﻃﻠﺒﺔ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻣﻦ اﻟﻨﺎﻃﻘﻴﻦ ﺑﻐﻴﺮﻫﺎ، أن ﺗﻜﻮن ﺗﻠﻚ اﻟﻤﻮاد ﺿﻤﻦ 
اﻟﺒﺮاﻣﺞ اﻟﺘﻌﻠﻴﻤﻴﺔ، وأن ﺗﻜﻮن ﺑﺎﻟﻠﻐﺔ اﻷﺻﻠﻴﺔ ﻓي ﻣﺴﺘﻮﻳﺎﺗﻬﺎ اﻷﺳﺎﺳﻴﺔ، واﺛﻘﺎ ﻣﻦ أن ذﻟﻚ 
ي ﻋﻤﻠﻴﺔ اﻟﺘﻌﻠﻴﻢ ـ ﺳﻴﺆدي إﻟى ﺗﺤﻔﻴﺰ اﻟﻄﻠﺒﺔ ﺑﺸكﻞ ﻛﺒﻴﺮ وﻳﺨﻠﻖ ﻟﺪﻳﻬﻢ ﺛﻘﺔ ﻛﺒﻴﺮة وﺣﺮﺻﺎ ﻓ
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 ﻣﻘﺪﻣﺔ
اﻟﺘﻌﻠﹼﻢ. وﻳﻨﺸﺄ اﻗﺘﺮاﺣﻪ ﻣﻦ ﺧﻼل ﺗﺠﺮﺑﺘﻪ اﻟﻤﺴﺮﺣﻴﺔ اﻟﺨﺎﺻﺔ ﻓي ﻓﺮﻗﺔ "أراﺑﻮام" و"اﻟﻤﺪرﺳﺔ"، 
 ﺑﺼﻔﺔ ﻃﺎﻟﺐ أوﻻ وﻣﺪرس ﺛﺎﻧﻴﺎ ﻋﻠى اﻟﺘﻮاﻟي.
ﻓﺮاﻧﺜﻴﺴكﻮ ﻣﻮﺳكﻮﺳﻮ )ﺟﺎﻣﻌﺔ أوﺗﻮﻧﻮﻣﺎ ﺑﻤﺪرﻳﺪ( وأوﺳكﺎر رودرﻳﻐﻴﺚ )ﻣﺮﻛﺰ 
( ﻳﻘﺪﻣﺎن وﺻﻔﺎ ﻣﻊ أﻣﺜﻠﺔ ﻟكﺘﺎب ﺳﺎن ﺑﻄﺮﺳﺒﻮرغأدﻳﻼﻧﺘي ﻟﻠﻐﺔ اﻻﺳﺒﺎﻧﻴﺔ وﺛﻘﺎﻓﺘﻬﺎ، ﻓي 
ﺗﻌﻠﻴﻢ اﻟﻌﺎﻣﻴﺔ اﻟﻤﻐﺮﺑﻴﺔ ﻛﻠﻐﺔ أﺟﻨﺒﻴﺔ واﻟﺬي ﻫﻮ ﺑﻌﻨﻮان "ﺑﺸﻮﻳﺔ ﺑﺸﻮﻳﺔ". وﻗﺎم ﺑﺈﻧﺠﺎز اﻟكﺘﺎب 
ﺑﺎﻹﺿﺎﻓﺔ إﻟى اﻟﻤﺆﻟﻔﻴﻦ اﻟﻤﺬﻛﻮرﻳﻦ اﻟﺴﻴﺪ ﻧﺎدي ﻧﻮاري. وﻫﺬا اﻟﻤﻨﻬﺞ ﻣﻮﺟﻪ إﻟى اﻟﻤﺘﻜﻠﻤﻴﻦ 
ﺗﻘﻌﻴﺪ اﻷﺳﺲ ﻟﺘﻄﺒﻴﻊ ﺑﺄﻳﺔ ﻟﻐﺔ وﺑﺄﻳﺔ ﻓﺌﺔ ﻋﻤﺮﻳﺔ، وﻫﻮ اﻟﺨﻄﻮة اﻷوﻟى ﻟﻤﺸﺮوع ﻳﺮﻣي إﻟى "
 اﻟﻌﺮﺑﻴﺔ اﻟﻤﻐﺮﺑﻴﺔ ﻹﻃﺎر اﻟﻤﺮﺟﻌﻴﺔ اﻷوروﺑﻴﺔ ﻟﺘﻌﻠﻴﻢ اﻟﻠﻐﺎت" ﺣﺴﺐ ﻗﻮل اﻟﻤﺆﻟﻔﻴﻦ.
وأﺧﻴﺮا، ﻟﻴﺲ ﻟﻨﺎ إﻻ أن ﻧﻌﺒﺮ ﻋﻦ ﺻﺮﻳﺢ ﺷكﺮﻧﺎ إﻟى ﺟﻤﻴﻊ زﻣﻼء اﻟﻤﻬﻨﺔ ﺑﺎﻹﺿﺎﻓﺔ إﻟى 
 ٢١٠٢ﻋﺮﺑﻴﻠي اﻟﻤﺬﻛﻮرﻳﻦ ﺳﺎﺑﻘﺎ ﻣﻦ اﻟﺬﻳﻦ ﺳﺎﻫﻤﻮا ﺑﺤﻤﺎس وﻛﺮم ﻓي إﻋﺪاد وإﻧﺠﺎز 
ﺬا اﻟكﺘﺎب واﻗﻌﺎ. ﺷكﺮﻧﺎ ﻟﻌﺒﻴﺮ ﻋﺒﺪ اﻟﺴﻼم، أﺷﺮف ﻋﺒﺪو، ﺟﻴﻬﺎن أﻣﻴﻦ، ﻣﺎر واﻟﺬﻳﻦ ﺟﻌﻠﻮا ﻫ
أﻧﺎﻳﺎ، ﺗﺎﻧﻴﺖ ﻋﺴﺎف، ﻫﻨﺮي ﻋﻮﻳﺲ، ﻣﺤﻤﻮد اﻟﺒﻄﻞ، ﺟﻮرج ﺷﻬﻮان، إﻏﻨﺎﺛﻴﻮ ﻓﻴﺮاﻧﺪو، ﺑﻴﺘﺮ 
ﻏﻼﻧﻔﻴﻞ، ﺳﻮﺳﺎﻧﺎ ﻏﻮﻣﻴﺚ، ﻣﺎرﺗﺎ ﻫﻴﻐﻴﺮاس، ﻟﻴﻠى ﻣﺮﺣي، ﻋﺎدل ﻣﺴﺘﺎوي، ﻣﺼﻄﻔى ﻣﻐﺎزي، 
ث ﺑﺎرﻛﻨﺴﻮن، ﻣﻮﻧﻴكﺎ رﻳﻮس، ﺳﺘﻴﻔﺎن روﻧﺞ، ﻣﺎرﻳﺎ ﻛﺎزوﻫﻴكﻮ ﻧﻜﺎي، ﻧﻴﺒﻴﺲ ﺑﺮادﻳﻼ، دﻳﻠﻮور
 دوﻟﻮرس ﺳﻴﻐﻮرا، ﻛﺎﺗﺠﻴﺎ ﺗﻮرﻳﺲ وﺳﺎرة ﻳﻮﺳﻒ. ﺷكﺮا ﺟﺰﻳﻼ.
 ﻟﻮﻳﺲ ﻣﻴﻐﺎل ﺑﻴﺮﻳﺚ ﻛﻨﻴﺎدا
 ٤١٠٢ﻮﻧﻴﻮ / ﻳ ﻣﺪرﺳﺔ ﻃﻠﻴﻄﻠﺔ ﻟﻠﻤﺘﺮﺟﻤﻴﻦ
 




Methodology, practice and theory of Teaching Arabic as a Foreign Language 
(TAFL) have undergone important developments at international level over 
the last two decades. This evolution has been possible thanks to the work 
of a renowned group of specialists, among whom stand out Arabian teachers 
working in the United States and Europe. A breath of change seems to have 
swept away, or at least into a corner of the teaching stage, all traces of that 
ever present grammar-translation model - the methodology par excellence until 
well into the XX century. Yet its presence is still felt, although it is being 
adapted to the new needs and aspirations of students. 
The exchange of codes, behaviors and images, and the arrival into the 
classrooms of native speakers of Arabic, all of which is the result of globa-
lization and migrations have given rise to new perspectives in TAFL approa-
ches, its aims and the tools employed. It has also meant rethinking the 
language being taught. The first universities to shift the focus to studying 
modern Arabic as a language of spoken communication were American. In 
doing so, they were also the first to introduce the studying and learning of 
the various dialects into the university sphere. This has led to the above-
mentioned grammar-translation method and the later structuralist and 
situational methods' giving way to this new communicative approach, which 
today holds sway in the majority of institutions and at most levels of 
education.  
At the same time, as is shown in this work, a debate has sprung up 
regarding the linguistic varieties of Arabic we should be learning and tea-
ching: a) standard modern Arabic, the language of the media; b) a dialectal 
variant, which allows real communication and which can be combined with 
standard Arabic - the “integrated approach”; or, c) an interregional variety 
that takes in several dialects of an educated register, and known as Educated 




The awareness of the continuing need for reflection, comparison, 
exchange and dissemination of teaching and research experiences in the 
sphere of TAFL in terms of approaches, areas and latitudes, together with 
the excellent reception three years ago of Arabele2009, were more than rea-
son enough to drive us on towards to Arabele2012, the II International 
Congress on Teaching Arabic as a Foreign Language, which was held at the 
Casa Árabe (Madrid) 27 to 29 September 2012. Other organizing collabo-
rators included the University of Murcia and the Toledo School of 
Translators (University of Castilla-La Mancha), with funding provided by 
the Spanish Ministry for Science and Innovation and Banco Santander. 
The main themes approached were: 
▪ Adapting teaching of Arabic to the CEFR  
▪ Disglossia: the registers of the Arab language and dialectal Arabic 
▪ Corpus linguistics applied to TAFL 
▪ Arabic for translators and interpreters 
▪ Preparation of materials 
The organizing committee received 68 applications for participation 
in the run-up to the congress. A nine-member international committee re-
viewed the anonymous abstracts and accepted the 20 that scored most high-
ly. Attendees came from 18 countries, among them, Bulgaria, Egypt, France, 
Holland, Japan, Morocco, Portugal, Spain, the UK and the USA. After the 
event, blind peer review was used to select the most representative contri-
butions in terms of the themes dealt with, and these are collected in this 
book. They are grouped in four sections of unequal volume: “Methodo-
logy”, “Lexicon”, “Translation” and “Resources”. 
The first section opens with Victoria Aguilar (University of Murcia) 
advocating the simultaneous teaching of ﺮﺼﻌﻟا ىﺤﺼﻓ and ﺔﻴﺑﺮﻐﻤﻟا ﺔﺟراﺪﻟا. The 
content, approach and passionate defense make this contribution the perfect 
link and continuation of the previous volume, Arabele2009. It is worth 
recalling that at that event Professor Munther Younes, with more than 20 
years' experience in the simultaneous teaching of ىﺤﺼﻔﻟا and ﺔﺟراﺪﻟا, was 
received like a breath of fresh air by the participants. After reviewing of the 
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neurolinguistic studies on language acquisition and the mental represen-
tation of languages, and drawing on a survey made among over 400 Spanish 
students of Arabic, Professor Aguilar defends this simultaneous teaching 
from the very first day of both standard Arabic and of a dialectal variety, 
where she inclines towards Moroccan Arabic. Among the obstacles to be 
overcome in introducing this integrated methodology, she highlights the 
lack of teachers able to carry out this mission and the still non-standardized 
status of Moroccan Arabic. Neither is hers the only contribution that 
supports this, prejudice-and-barrier-free methodology. Others who do so - 
each with their own nuances - are Abdellah Chekayri, Manuel Feria, Ignacio 
Gutiérrez de Terán, Martin Isleem and Rasha Soliman. 
Abdellah Chekayri (Al Akhawayn University, Morocco) flies the flag 
for the integrating current, which takes on board disglossia as a socio-
linguistic reality, which needs to be addressed in all Arab language teaching 
programs. Nevertheless, this assumption —he remarks— clashes with the 
inexistence of materials in dialectal languages and the lack of standardization 
among the regional varieties. The linguistic situation of the dialect today re-
flects a dynamic living reality and a society that is going through a process 
of change, something this we must not overlook. According to Abdellah 
Chekayri, the main elements making up the evolution of this dialectal variety 
are: the need to find graphic codes that are transferable to new technologies; 
the advance of its social status, although anchored in areas like television 
through the dubbing of series and advertising usage; and its introduction 
into the literary world through the use of dialogs. 
Ignacio Gutiérrez de Terán (University Autónoma de Madrid) follows 
the same integrated line of simultaneously teaching standard and dialectal 
Arabic in his analysis of his own experience, with the emphasis on negative 
aspects. His contribution is to some extent an appeal to caution, when he 
refers to the bewilderment that the difference of codes and usages caused 
amongst his students at the University Autónoma. Also to the need on the 
part of the teacher to clearly define from the very outset the context of each 
language or linguistic variety. In his opinion, this would lead us to deny the 
undeniable fact that standard Arabic has by its very nature its own language 
space in oral communication. The author welcomes the integrated method 
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as long as it does not imply relegating standard Arabic to a lower level, and as 
long as it does not mean a return in Spanish universities to the old argument 
between those in favor of a (ىﺤﺼﻓ) language and those in favor of the other 
(ﺔﺟراد or ﺔﻴﻣﺎﻋ).  
Martin Isleem (Bucknell University, USA) focuses on the attitudes of 
American students towards studying Arabic and their reasons for doing so. 
He stresses that interest in the language increased notably after the attacks 
of September 11, but also emphasizes how teaching has been hit by the 
absence of well prepared teachers. Disglossia, he adds, has heightened this 
problem, since few universities indeed have been able to bring in integrated 
programs for written and spoken varieties. He concludes with an appeal for 
improved teacher training and the incorporation of integrated studies to 
meet students' demands. 
Waleed Saleh (Madrid Autonomous University) underlines the impor-
tance of incorporating sociocultural contents into the TAFL syllabuses. One 
issue he stresses is the obligation to combat Spanish stereotypes regarding 
Arab culture, which should be taught at the same time as the syntax or the 
morphological and phonetic rules. To some extent, he is also alerting about 
the excessively, not to say almost exclusively, philological linguistic orien-
tation of university syllabi. There is little research into the exact role of the 
sociocultural element in language acquisition. Nevertheless, everyone is 
aware that without a good knowledge of the sociocultural context, learning 
is doomed to incorrect language usage or, at the very least, to bad pragmatic 
usage. In closing, the contribution provides a set of texts, maps, resources 
and comprehension exercises that introduce some of the basic concepts of 
the culture of Arab societies.  
Rasha Soliman (University of Manchester) closes the section on me-
thodology, pedagogy and teaching approaches with yet further support for 
an integrated methodology. She addresses issues such as: a) at what stage to 
incorporate the dialectal variant (from the beginning or at more advanced 
levels?); and b) which variety to choose (that of the country in which the 
teaching is taking place or rather more widespread dialects?). Soliman draws 
on a study of the mixed use of standard Arabic and dialectal variations in 
the same linguistic act  to analyze which should be used in teaching, and 
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concludes that the aim should be to facilitate an understanding of the rules 
regulating the passage from standard to dialectal, while preparing the student 
to assimilate this so that he or she acquires tools that will enable active 
responses in real language situations.  
The second section of the book deals with lexicography and is made 
up of three papers. The article by Laura Gago (University of Salamanca) is 
in the field of linguistics applied to the choice of lexicon. Its starting para-
meter is the frequency indices of the lexicon used in specific communication 
situations, and from there it develops a statistical analysis of great use in 
selecting the vocabulary that the Arabic learner should acquire. Among the 
various noteworthy aspects, it is worth pointing out the non discrimination 
between standard Arabic and the dialect being used.  
Similarly, within the section devoted to lexicon, and in the field of 
applied linguistics, Paula Santillán (Casa Árabe) analyzes the relevance of 
incorporating "lexical collocations" into AFL programs and manuals; in par-
ticular in verb-noun compounds and a noun, given their high frequency and 
the fact that they make up an essential part of the lexicon that the learner 
needs to acquire, especially from the intermediate level upwards. This 
contribution is enriched by a series of like exercises aimed at introducing the 
concept, use and assimilation of lexical collocations in the ىﺤﺼﻓ Arabic 
classroom. 
Tsvetomira Pashova (Sophia University) addresses electronic analysis 
of a corpus of texts produced by students of Arabic whose mother tongue 
is Bulgarian. The study catalogs the most common mistakes and determines 
whether there is a correlation between the forms of function of the texts. 
The findings provide important information, which complement the 
frequency analyses of texts produced by native speakers. Particularly useful 
are the appendices, which open the door to other readings and sow seeds 
for future research. 
The third section includes two contributions regarding teaching 
Arabic to translators as language B or C. Manuel Feria (University of Gra-
nada) breaks the silence regarding the principles which should govern the 
teaching of Arabic to students of Translation and Interpretation (excepting 
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the ongoing PhD theses of Naima Ilhami and Bachir Mahyub at the 
University of Granada). The paper is a recapitulation and update on basic 
issues such as the categorization of languages for a translator; what L1 is for 
a speaker of Arabic  (the standard or the vernacular?); the problems of ac-
quiring an equal command of all the skills, given the existence of dialects; 
the training of the interpreter, for example at the Spanish Protectorate in 
Morocco; the traditional use of the grammar-translation model; the current 
situation of the institutions that teach Arabic in Spain and how it ties in with 
the Common European Framework of Reference, etc. Among the activities 
and proposals, he calls for in the training of Arabic translators and inter-
preters we would highlight the need to broach a global language training that 
seriously addresses disglossia in its programs, the need to instruct inter-
preters in vernaculars, or the prevention of English and French influences 
in technical areas. 
Bachir Mahyub (Toledo School of Translators) offers first the state of 
affairs in the field of teaching simultaneous interpretation. This is followed 
by a presentation of the findings from a piece of empirical research on the 
particularities and criteria of Arabic-Spanish simultaneous interpretation, 
criteria that could be incorporated into the teaching syllabi of translation and 
interpretation faculties. The study is backed up by a questionnaire conducted 
with teachers, students and professionals of Arab-Spanish simultaneous 
translation.   
The final section comprises three contributions, which present class-
room resources, materials and tasks. Victoria Aguilar (University of Murcia) 
and Miguel Ángel Manzano (University of Salamanca) present and describe 
the Alatul method !لﻮﻃ ىﻠﻋ, whose preparation was also aided by Professor 
Jesús Zanón. Although it can be used as a self-study method, Alatul is 
conceived as an initiation to Arab writing and speaking for Spanish students 
under the guidance of a teacher. The method employed is aural-oral, which 
has provided such excellent results in teaching phonetics and idiomatic 
expressions. 
Antonio Martínez (Official School of Languages, Almeria), proposes 
that theatre performances by students where he works should be incorpora-
ted into teaching programs. These should be in the original language and 
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from basic levels. He is convinced that this resource is a great motivator and 
gives students confidence by involving them more in their learning process. 
The proposal is the fruit of his own theatre experience the Arabuam and 
Almadrasa theatre groups, as a student and teacher of Arabic, respectively.  
Francisco Moscoso (Madrid Autonomous University) and Óscar Ro-
dríguez (Centro Adelante in St Petersburg) present a description with 
examples from the manual for learning Moroccan Arabic as a foreign lan-
guage, B chuiya b chuiya (ﺔ�ﻳﻮﺸﺑ ﺔ�ﻳﻮﺸﺑ), prepared by the authors of the article 
together with Nadi Nouaouri. The method is conceived for learners of any 
background and age and is the first step in a project which, in the authors' 
words, “will establish the bases for adapting Moroccan Arabic to the 
CEFR”.  
It only remains for us to express our sincerest thanks to the fellow 
professionals, apart from those already mentioned, who participated with 
such enthusiasm and generosity in preparing and seeing through Arabe-
le2012 and to those who have made this work what it is. To Abeer Abd El 
Salam, Ashraf Abdou,  Gihane Amin, Mar Anaya, Tànit Assaf, Henri Awaiss, 
Mahmoud Al-Batal, Georges Chahwan, Ignacio Ferrando, Peter Glanville, 
Susana Gómez, Marta Higueras,  Layal Merhy, Adil Moustaoui, Mustafa Mu-
ghazy, Kazuhiko Nakae, Nieves Paradela, Dilworth Parkinson, Mònica Rius, 
Stephan Runge, María Dolores Segura, Katjia Torres and Sara Youssef: many 
thanks. 
Luis Miguel Pérez Cañada 
Toledo School of Translators / June 2014 
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 دوج ﻟﻠﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى )ﻓﺼﺤى اﻟﻌﺼﺮ(اﻟﺘﻌﻠﻴﻢ اﻟﻤﺰ
 واﻟﺪارﺟﺔ اﻟﻤﻐﺮﺑﻴﺔ
 ﺑكﺘﻮرﻳﺎ أﻏﻴﻼر
 ﺟﺎﻣﻌﺔ ﻣﺮﺳﻴﺔ se.mu@raliuga ~ 
 ﺣﺎﻟﺔ اﻻزدواﺟﻴﺔ ﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ  .١
؛ ٩٠٠٢ ،yenuoissaB)  ﺔــــــﺔ ﻫي ﻃﺒﻴﻌﺘﻬﺎ اﻻزدواﺟﻴـأﺑﺮز ﺳﻤﺎت اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺳﻤﺔ ﻣﻦ إنﹼ 
-sreV؛ ١٠٠٢ ،iruomaaM؛ ٣٩٩١ ،zednánreF؛ ٩٥٩١ ،nosugreF؛ ٤٩٩١ ،diE
. ﻓﺎﺑﻦ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﺗﺒﻘى داﺋﻤﺎ ﻟﻐﺘﻪ اﻷم ﻟﻐﺔ اﻻﺳﺘﺨﺪام اﻟﻤﺤﻠي، وﻟﻦ (١٠٠٢ ،hgeet
 اﻟﺮﻏﻢ ﻋﻠى. ﻜﻮﻳﻦﺑﻌﺪ ﻓﺘﺮة ﻃﻮﻳﻠﺔ ﻣﻦ ﻋﻤﻠﻴﺔ اﻟﺘ ﻳﺼﺒﺢ ﻣﺆﻫﻼ� ﻓي اﻛﺘﺴﺎب اﻟﻠﻐﺔ اﻟﻌﻠﻴﺎ إﻻ
ﻋﺎدة ﺗﻔﺎدي ﻣﻌﺎﻟﺠﺔ اﻻزدواﺟﻴﺔ اﻟﻠﻐﻮﻳﺔ ﻣﻦ وﺟﻬﺔ ﻧﻈﺮ  ﺘﻢ�ﻣﻦ ﻫﺬه اﻟﻤﻴﺰة اﻟﺨﺎﺻﺔ ﻟﻠﻌﺮﺑﻴﺔ ﻓ
ﻓي اﻟﻮﻗﺖ اﻟﺤﺎﺿﺮ، وﻓي ﻣﺠﺎل ﺗﺪرﻳﺲ ﻟكﻦ . و-ﺳﻮاء ﻛﻠﻐﺔ أم أو ﻛﻠﻐﺔ أﺟﻨﺒﻴﺔ -ﺗﺮﺑﻮﻳﺔ 
ﺶ ﻛﻼ اﻟﻤﺴﺘﻮﻳﻴﻦ أو اﻟﺸﻔﺮﺗﻴﻦ )اﻟﻠﻐﺔ اﻷﺧﺬ ﺑﻌﻴﻦ اﻻﻋﺘﺒﺎر ﺗﻌﺎﻳ اﻟﻌﺮﺑﻴﺔ ﻟﻠﻨﺎﻃﻘﻴﻦ ﺑﻐﻴﺮﻫﺎ، ﺗﻢ�
 ﻣﺸﺘﺮﻛﺔ ﺄداةـﻛ" اﺳﺘﻌﻤﺎﻟﻬﺎ ﻟﺘﻤكﻴﻦ وﻫﺬا ،اﻟﺮﺳﻤﻴﺔ واﻟﻌﺎﻣﻴﺔ( ﻛﻤﺎ ﻳﺤﺪث ﻓي اﻟﺤﻴﺎة اﻟﻴﻮﻣﻴﺔ
وﻳﺘﺮﻛﺰ اﻟﻨﻘﺎش ﺣﻮل ﺗﺮﺗﻴﺐ ". اﻟﺘﻮاﺻﻞ ﺗﺤﻘﻴﻖ أﺟﻞ ﻣﻦ واﻻﺗﻔﺎق ﻋﻠﻴﻬﺎ اﻟﻤﻌﺎﻧي ﻹﻧﺘﺎج
ﻫﻞ اﻟﺨﻠﻂ ﺑﻴﻦ ﻛﻼ اﻟﻤﺴﺘﻮﻳﻴﻦ ﻣﻨﺬ اﻟﺒﺪاﻳﺔ أو اﻟﺒﺪء ﺑﺎﻟﻌﺎﻣﻴﺔ وإﺿﺎﻓﺔ اﻟﻔﺼﺤى أو  :١ﺗﺪرﻳﺴﻬﺎ
، ٢٩٩١، lataB-lA؛ ٠١٠٢، ٦٠٠٢ ،senuoY) اﻟﺒﺪء ﺑﺎﻟﻔﺼﺤى وﺑﻌﺪ ذﻟﻚ إﺿﺎﻓﺔ اﻟﻌﺎﻣﻴﺔ
 .(٦٠٠٢
وﻓﻴﻤﺎ ﻳﺘﻌﻠﻖ ﺑﺘﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻓي إﺳﺒﺎﻧﻴﺎ، ﻓﻘﺪ أﻇﻬﺮت أﻳﻀﺎﹰ ﻃﺒﻴﻌﺘﻬﺎ ﻛﻠﻐﺔ 
اﻟﻠﻐﺔ اﻟﻔﺼﺤى  /واﻟﺪراﺳﺎت اﻹﻓﺮﻳﻘﻴﺔ ﻣﻦ ﺟﻬﺔ أﺧﺮى اﻻﺳﺘﻌﺮاب ﻣﻦ ﺟﻬﺔ :ازدواﺟﻴﺔ
 ، اﻟﻤﺴﻤﺎةﺪة ﻟﻠﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى اﻟﻤﻌﺎﺻﺮةﺗﺴﻤﻴﺔ ﻣﻮﺣ� ﺣﺘﹼىوﻟﻢ ﺗﹸﻤﻨﺢ  ﻣﻘﺎﺑﻞ ﻟﻐﺔ اﻻﺳﺘﺨﺪام.
ﻷﻧﻪ رﺑﻤﺎ ﻟﻢ ﻳكﻦ ﻫﻨﺎك ﺣﺎﺟﺔ واﺳﻌﺔ ﻟﺘﻌﻠﻴﻤﻬﺎ  ،٢cibarA dradnatS nredoMﺑﺎﻹﻧﺠﻠﻴﺰﻳﺔ 
ﺎﻣﻌي. وﻗﺪ ﻇﻬﺮ ﺗﺪرﻳﺠﻴﺎﹰ ﺧﻴﺎر وﻻ ﻻﺳﺘﺨﺪاﻣﻬﺎ ﻓي اﻟﺼﻒ، وﻻ ﺳﻴﻤﺎ ﻋﻠى اﻟﻤﺴﺘﻮى اﻟﺠ
وﻟكﻦ ﻟﻴﺲ  (،١١٠٢ ،ssarhuoB & raliugA) دراﺳﺔ اﻟﻠﻬﺠﺔ اﻟﻤﻐﺮﺑﻴﺔ ﻓي ﺑﻌﺾ اﻟﻤﺮاﻛﺰ
ﻛﻀﺮورة إﻟﺰاﻣﻴﺔ ﻓي اﻟﻤﻘﺮر اﻟﺪراﺳي ﻟﻄﻼب اﻟﻌﺮﺑﻴﺔ اﻹﺳﺒﺎن، ﺑﻞ ﻛﻤﺎدة اﺧﺘﻴﺎرﻳﺔ أﺧﺮى، 
 وﺗﻜﻮن ﻓي ﺑﻌﺾ اﻟﺤﺎﻻت ﻣﺜﻞ اﻟﻔﺎرﺳﻴﺔ واﻟﺘﺮﻛﻴﺔ. 
ﻣﻌﻈﻢ اﻟﺮﺳﺎﺋﻞ اﻷرﺑﻌﺔ اﻟﻤﺜﻴﺮ ﻓي ﻗﺎﺋﻤﺔ اﻟﺠﻤﻌﻴﺔ اﻷﻣﺮﻳكﻴﺔ ﻟﻤﻌﻠﻤي اﻟﻌﺮﺑﻴﺔ، وﺗﻨﺎول ﻫﺬا اﻟﻤﻮﺿﻮع  ٧٠٠٢ﻓي ﺳﻨﺔ  ١
-igc/gro.tsiltsiugnil.vrestsil//:ptth  أﻫﻤﻴﺔ ﺗﺪرﻳﺐ ﺑﺎﻟﻤﺴﺘﻮﻳﻴﻦ، اﻟﻔﺼﺤى واﻟﻤﺤكﻴﺔ، ﻋﻠىﻔﻘﺔ ﺘﻴﻦ ﻣرﺑﻌاﻷو
 .[٤١٠٢/٤٠/٠٢ :ﻣﺮاﺟﻤﻌﺔ] 574=P&=S&=F&L-CIBARA=L&A6070dni=2A?aw/nib
   (.٣٧٩١ﻓﺼﺤى اﻟﻌﺼﺮ ﻣﻘﺎﺑﻞ ﻓﺼﺤى اﻟﺘﺮاث ﻓي ﻧﻈﺎم اﻟﺴﻌﻴﺪ ﺑﺪوي )أﻗﺼﺪ  ٢
                                                           
 ﺑكﺘﻮرﻳﺎ أﻏﻴﻼر
، اﻹﺳﺒﺎﻧﻴﺔ ﻟﻤﻌﺮﻓﺔ ﻣﺎ ﻳﻔﻀﻠﻪ ﻃﻼب ﺑﻌﺾ اﻟﻤﺆﺳﺴﺎتوﻗﺪ ا�ﺟﺮي اﺳﺘﺒﻴﺎن ﻟﻠﺮأي 
ﻣﻨﻬﻢ ﻳﻌﺘﻘﺪون أن دراﺳﺔ إﺣﺪى اﻟﻠﻬﺠﺎت ﻗﺪ  ٩٦٢ﺷﺨﺼﺎﹰ، ﺗﺒﻴﻦ أنﹼ  ٢٠٤وﺷﺎرك ﻓﻴﻪ 
ﻓي اﻟﻤﺌﺔ ﻣﻨﻬﻢ درﺳﻮا ﻟﻬﺠﺔ ﻣﺎ و  ٩١ﻫﺬا ﻣﻊ اﻟﻌﻠﻢ ﺑﺄنﹼ  ﻣﻮاﺻﻠﺔ دراﺳﺔ اﻟﻠﻐﺔ. ﻋﻠىﺗﺤﻔﹼﺰﻫﻢ 
ﻏﻠﺒﻴﺔ اﻟﺴﺎﺣﻘﺔ ﺗﻌﺘﻘﺪ أﻧﻪ ﻣﻦ ﻓي ﺣﻴﻦ أنﹼ اﻷ ﻓي اﻟﻤﺌﺔ ﻣﻨﻬﻢ اﺧﺘﺎروا اﻟﺪارﺟﺔ اﻟﻤﻐﺮﺑﻴﺔ. ٥٧
اﻟﻀﺮوري دراﺳﺔ ﻟﻬﺠﺎت ﻋﺮﺑﻴﺔ، وﺗﺒﻘى اﻟﺪارﺟﺔ اﻟﻤﻐﺮﺑﻴﺔ ﻫي اﻟﻤﻔﻀﻠﺔ ﻟﺪﻳﻬﻢ. إﻧﹼﻬﻢ ﻋﻠى 
اﺳﺘﻌﺪاد ﻟﻠﺠﻤﻊ ﺑﻴﻦ ﻛﻼ اﻟﻤﺴﺘﻮﻳﻴﻦ، رﻏﻢ ﺻﻌﻮﺑﺔ ﻫﺬا اﻷﻣﺮ ﻣﻦ ﺣﻴﺚ اﻟﻮﻗﺖ واﻟﺠﻬﺪ، 
 ،raliugA & arelaV) ﻣﺪرﻛﻴﻦ أن ذﻟﻚ ﻫﻮ اﻟﺴﺒﻴﻞ اﻟﻮﺣﻴﺪ ﻟﻀﻤﺎن اﻟﺘﻘﺮب ﻣﻦ واﻗﻊ اﻟﻠﻐﺔ
  . (٤١٠٢
 ﻛﻴﻒ ﺗﻌﻤﻞ اﻟﻠﻐﺔ اﻻزدواﺟﻴﺔ؟ .٢
 "اﻟﻠﻐﺔ ﻫي ﻟﻬﺠﺔ ﺑﺠﻴﺶ وﻗﻮات ﺑﺤﺮﻳﺔ"
 (ﻣﺎﻛﺲ ﻓﺎﻳﻨﺮاﻳﺶ)
إن اﻟﺘﻮاﺻﻞ ﻓي ﺳﻴﺎق ازدواﺟي ﻳﺘﻢ ﺑﻄﺮﻳﻘﺔ ﻣﻤﺎﺛﻠﺔ ﻟﻤﺎ ﻳﺤﺪث ﻓي اﻟﻠﻐﺎت اﻷﺧﺮى ﻏﻴﺮ 
اﻻزدواﺟﻴﺔ: ﻳﺘﻜﻴ�ﻒ اﻟﻤﺘﺤﺎورون ﺑﺼﻮرة ﻣﺘﺒﺎدﻟﺔ ﻣﻊ اﻟﻨﻈﺎم اﻟﺮﻣﺰي ﻟﻶﺧﺮ ﻟﺘﻌﺰﻳﺰ ﻋﻼﻗﺎﺗﻬﻢ 
اﻟﻮاﻗﻊ، ﻳﻌﻤﻞ ﺗﻮاﺻﻞ اﻻزدواﺟﻴﺔ ﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻛﺜﻨﺎﺋﻴﺔ ﻟﻐﻮﻳﺔ ﻣ�ﻌﻘﱠﺪة وﻏﻴﺮ  اﻟﺸﺨﺼﻴﺔ. وﻓي
ﻣﺘﻮﻗﱠﻌﺔ ﺑﺴﺒﺐ ﺗﺪاﺧﻞ اﻟﻤﺴﺘﻮﻳﻴﻦ اﻟﻤﺴﺘﻤﺮ. وﻟﻌﺪم ﺗﻮﻗﻌﻬﺎ، ﻓﻬي ﻏﻴﺮ ﻣﺤﺪﹼدة ﻷﻧﻬﺎ ﺗﺠﻤﻊ 
ﺑﻴﻦ اﺧﺘﻼﻓﺎت ﻣﺘﻌﺪدة وﻣﺘﻐﻴ�ﺮات ﻓي ﻋﺪﹼة ﺗﻔﺎﺻﻴﻞ، ﺣﻴﺚ إﻧﻬﺎ ﺗﹸﺴﺘﺨﺪم ﻓي اﻟﻌﺪﻳﺪ ﻣﻦ 
ﻟﺬﻟﻚ، ﻻ ﺑﺪ ﻣﻦ إﺗﻘﺎن  ص ذوي ﺗﻜﻮﻳﻦ ﺗﻌﻠﻴﻤي ﻣﺘﻨﻮع.اﻟﺒﻠﺪان اﻟﻤﺨﺘﻠﻔﺔ وﻣﻦ ﻃﺮف أﺷﺨﺎ
 ﺔ اﻟﻔﺼﺤى وﻟﻬﺠﺔ واﺣﺪة ﻋﻠى اﻷﻗﻞ، ﻟﻠﺘﺄﻗﻠﻢ ﻣﻊ ﻫﺬا اﻟﻮﺿﻊ اﻟﻠﻐﻮيــاﻟﻤﺴﺘﻮﻳﻴﻦ؛ اﻟﻌﺮﺑﻴ
. وﻳﻤكﻨﻨﺎ ﺗﺴﻤﻴﺔ ﻫﺬه اﻻﺳﺘﻤﺮارﻳﺔ اﻟﻠﻐﻮﻳﺔ ﺑﺎﻟﺘﻨﺎوب اﻟﻠﻐﻮي أي ﺗﻐﻴﻴﺮ (١٠٠٢ ،eyaK)
اﻟﻤﺴﺘﻮى أو اﻻﺧﺘﻼط اﻟﻠﻐﻮي، وﻫﻮ ﻳﺘﻢ ﺑﻴﻦ اﻟﻔﺼﺤى واﻟﻌﺎﻣﻴﺔ، وﺑﻴﻦ أي ﻟﻬﺠﺔ وﻟﻐﺎت 
 ،nahgaY، يﻋﺮﺑﺰ)ﻣﺜﻼ وﺑﻴﻦ اﻟﻌﺮﺑﻴﺔ واﻹﻧﺠﻠﻴﺰﻳﺔ  (اﻟﻌﺮﻧﺴﻴﺔ)أﺧﺮى: ﺑﻴﻦ اﻟﻌﺮﺑﻴﺔ واﻟﻔﺮﻧﺴﻴﺔ 
ن اﻟﺘﻨﺎوب اﻟﻠﻐﻮي اﻷﻛﺜﺮ دراﺳﺔ ﻫﻮ ﺑﻴﻦ اﻟﻌﺮﺑﻴﺔ ﻓﻴﻪ ﻫﻮ أ ﻣﻤﺎ ﻻ ﺷﻚﹼ إﻟﺦ. (٨٠٠٢
ﻷنﹼ اﻟﻤﺼﺮﻳﺔ ﺳﻴﻄﺮت ﻋﻠى ﻋﺪة ﻣﺠﺎﻻت اﺳﺘﻌﻤﻠﺖ ﻓﻴﻬﺎ اﻟﻔﺼﺤى ﺳﺎﺑﻘﺎﹰ  واﻟﻤﺼﺮﻳﺔ
  .(٣٠٠٢ ،namyeluS؛ ٢١٠٢ ،muabnesoR؛ ٩٠٠٢ ،yenuoissaB)
ﻓﻤﻦ  ﻋﻦ ﻛﻴﻔﻴﺔ ﺗﻨﻈﻴﻢ اﻟﻠﻐﺔ ﻓي اﻟﺪﻣﺎغ. وﻣﺎ زﻟﻨﺎ ﻓي اﻟﺤﻘﻴﻘﺔ ﻻ ﻧﻌﺮف إﻻ اﻟﻘﻠﻴﻞ ﺟﺪاﹰ
ز اﻟﻤﺮاﺟﻊ اﻟﻤﺨﺘﺼﺔ ﺑﻌﻠﻢ اﻟﻠﻐﺔ اﻟﻌﺼﺒﻲ ﺣﻮل اﻟﺜﻨﺎﺋﻴﺔ اﻟﻠﻐﻮﻳﺔ أو اﻟﺘﻨﺎوب اﻟﻠﻐﻮي ﺑﻴﻦ ﺑﻴﻦ أﺑﺮ
اﻟﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى واﻟﻌﺎﻣﻴﺔ ﻧﺠﺪ أﻋﻤﺎل اﻟﻔﻠﺴﻄﻴﻨﻴﺔ رﻳﻢ ﺧﻤﻴﺲ دﻛﻮر واﻟﺘي ﺗﺴﻠﹼﻂ اﻟﻀﻮء 
وﺟﻬﺖ ﻫﺬه اﻟﻤﺘﺨﺼﺼﺔ ﺑﺎﻟﺨﻼﻳﺎ  ﻋﻠى ﻫﺬا اﻟﻤﻮﺿﻮع ﻣﻦ وﺟﻬﺔ ﻧﻈﺮ ﻓﻴﺴﻴﻮﻟﻮﺟﻴﺔ ﻋﻀﻮﻳﺔ.
ﻤﻊ اﻷدﻟﺔ اﻟﻌﺼﺒﻴﺔ ﻟﺘﻐﻴﻴﺮات اﻟﺸﻔﺮة. وﺗﹸﻌﺪﹼ ﻧﺘﺎﺋﺠﻬﺎ ﺑﻴ�ﻨﺔ ﻷﻧﻬﺎ اﻟﻌﻀﻮﻳﺔ ﺟﺰءاﹰ ﻣﻦ أﺑﺤﺎﺛﻬﺎ ﻟﺠ
ﺗﻌﻴﻦ ﻋﻠى ﻓﻬﻢ اﻟﻄﺮﻳﻘﺔ اﻟﺘي ﻳﻌﻤﻞ ﺑﻬﺎ اﻟﺘﻨﺎوب اﻟﻠﻐﻮي ﻋﻨﺪ اﻟﻤﺘﺤﺪﺛﻴﻦ ﺑﻠﻐﺘﻬﻢ اﻷم، وﻣﻦ 
ﺛﻢ، ﻫي ﺗﺴﺎﻋﺪ ﻋﻠى ﺗﺼﻤﻴﻢ أﻓﻀﻞ ﻃﺮﻳﻘﺔ ﻟﻤﻌﺎﻟﺠﺔ ﻫﺬا اﻟﺘﻨﺎوب ﻣﻦ وﺟﻬﺔ ﻧﻈﺮ ﺗﺮﺑﻮﻳﺔ، 
ي ـﺔ ﻓي أﻋﻤﺎﻟﻬﺎ اﻟﻨﺸﺎط اﻟكﻬﺮﺑﺎﺋي اﻟﺒﻴﻮﻟﻮﺟــاﻟﺒﺎﺣﺜوﺗﹸﻘﻴﺲ  ﺔ.ــﻛﻠﻐﺔ ﺛﺎﻧﻴ أم أوﺳﻮاء ﻛﻠﻐﺔ 
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 واﻟﺪارﺟﺔ اﻟﻤﻐﺮﺑﻴﺔ اﻟﺘﻌﻠﻴﻢ اﻟﻤﺰدوج ﻟﻠﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى )ﻓﺼﺤى اﻟﻌﺼﺮ(
 33 ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ وﺗﻌﻠﻤﻬﺎ
 
ﻟﻠﺘﺤﻘﻖ ﻣﻦ اﻟﺘﻐﻴﻴﺮات  (ﺨﻄﻴﻂ أﻣﻮاج اﻟﺪﻣﺎغﺗ ،)yhpargolahpecneortcelE GEEﻟﻠﺪﻣﺎغ ﻋﻦ ﻃﺮﻳﻖ 
 PRE )slaitnetoP esnopseR dekovE(وﻧﺠﺪ ﻣﻦ ﺑﻴﻦ اﻟﺘﻘﻨﻴﺎت  اﻟﺘﻨﺎوب اﻟﻠﻐﻮي. ﺐﺑﺴﺒاﻟﺘي ﺗﻄﺮأ 
ﻣﻦ ﺧﻼل اﺳﺘﺠﺎﺑﺎت ﻣﺴﺘﺜﺎرة ﻋﻦ ﻃﺮﻳﻖ ﺣﺎﻓﺰ ﻣﻌﺮوف وﻣﻄﺎﺑﻖ اﻟﺘي ﺗﹸﻘﻴ�ﻢ ﻓﻴﻬﺎ  وﻇﻴﻔﺔ اﻟﺠﻬﺎز اﻟﺤﺴي 
  .ﻟﻠﻤﻌﺎﻳﻴﺮ
ﺎﻟﻠﻐﺔ ﺷﺎرك ﻓي اﻟﺘﺠﺎرب ﻋﺮب أﺻﻠﻴﻮن ﻗﺎﻣﻮا ﺑﺎﻻﺳﺘﻤﺎع إﻟى ﻛﻠﻤﺎت أو ﺟﻤﻞ ﺑ
اﻟﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى أو ﺑﺎﻟﻌﺮﺑﻴﺔ اﻟﺸﺎﻣﻴﺔ. ﺗﺴﺘﺠﻴﺐ ردود اﻟﺨﻼﻳﺎ اﻟﻌﺼﺒﻴﺔ اﻟكﺎﺋﻨﺔ ﺗﺤﺖ اﻟﻤﺮاﻗﺒﺔ 
ﻟﻐﻮي ﻣﻤﺎﺛﻞ ﺑﻠﻐﺘﻴﻦ ﻣﺘﻐﺎﻳﺮﺗﻴﻦ ﺗﻤﺎﻣﺎﹰ  ﺑﺸكﻞ ﻣﺸﺎﺑﻪ ﻣﻊ اﻟﺘﻐﻴﺮات اﻟﺘي ﺗﺤﺪث ﻋﻨﺪ ﺗﻨﺎوب
ﺎت ـــﻋﻠى ﺳﺒﻴﻞ اﻟﻤﺜﺎل، اﻹﺳﺒﺎﻧﻴﺔ واﻹﻧﺠﻠﻴﺰﻳﺔ ﺑﻴﻦ إﺳﺒﺎن أﻣﺮﻳكﺎ اﻟﺠﻨﻮﺑﻴﺔ ﻓي اﻟﻮﻻﻳ—
. وﺗﹶﺠﺰﹺم ﺧﻤﻴﺲ دﻛﻮر ﻓي ﺧﻼﺻﺎﺗﻬﺎ أن اﻟﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى واﻟﻌﺎﻣﻴﺔ، —اﻟﻤﺘﺤﺪة اﻷﻣﺮﻳكﻴﺔ
ﻠﻴﺰﻳﺔ. وﺑﺎﻟﺘﺤﺪﻳﺪ اﻟﻌﺮﺑﻴﺔ ﻣﻤﺜﻠﺘﺎن ﻓي اﻟﺪﻣﺎغ ﻛﻠﻐﺘﻴﻦ ﻣﺨﺘﻠﻔﺘﻴﻦ، ﻋﻠى ﺷﺎﻛﻠﺔ اﻹﺳﺒﺎﻧﻴﺔ واﻹﻧﺠ
 ١١٠٢، ٩٠٠٢، ٧٠٠٢ ،rawkaD-simahK) اﻟﺸﺎﻣﻴﺔ ﻛﻠﻐﺔ أوﻟى واﻟﻔﺼﺤى ﻛﻠﻐﺔ ﺛﺎﻧﻴﺔ
 .(٢١٠٢و
وﻳﻤكﻨﻨﺎ أن ﻧﻌﺘﻤﺪ ﺣ�ﻴﺎل اﻟﻤﺘﺼﻞ اﻟﻠﻐﻮي اﻻزدواﺟي ﻣﻌﻴﺎراﹰ ﻣﻔﺎده أن اﻷﻣﺮ ﻳﺘﻌﻠﻖ 
ﺑﻨﻈﺎم ﻟﻐﻮي واﺣﺪ أو ﺑﻨﻈﺎﻣﻴﻦ. وﻣﻦ اﻟﻀﺮوري أن ﺗﻜﻮن اﻟﻤﺘﻀﻤﻨﺎت اﻟﺘﺮﺑﻮﻳﺔ ﻟكﻠﺘﺎ 
اﻟﻔﺮﺿﻴﺘﻴﻦ ﻣﻐﺎﻳﺮﺗﻴﻦ. وﺗﺆﻛﺪ اﻷﺑﺤﺎث اﻟﻤﺸﺎر إﻟﻴﻬﺎ ﻓﻜﺮة أﻧﻪ ﻳﻤكﻦ اﻋﺘﺒﺎر ﺻ�ﻨﻔﹶي اﻟﻠﻐﺔ 
اﻟﻌﺮﺑﻴﺔ ﻧﻈﺎﻣﻴﻦ ﻟﻐﻮﻳﻴﻦ ﻣﺨﺘﻠﻔﻴﻦ ﺑﻤﺤﻮرﻳﻦ: ﻣﺤﻮر اﻟﻠﻬﺠﺔ وﻣﺤﻮر اﻟﻠﻐﺔ اﻟﻤﻌﻴﺎرﻳﺔ. واﻋﺘﺒﺎر 
أن ﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻧﻮاﺗﻴﻦ ﻣﺨﺘﻠﻔﺘﻴﻦ ﻳﺴﺎﻋﺪ ﻋﻠى ﻓﻬﻢ ﻣﺎ ﻳﻠي: ﻟﻤﺎذا اﻟﺸﻔﻬﻴﺔ اﻟﺠﻴﺪة ﺑﺎﻟﻌﺎﻣﻴﺔ ﻻ 
ﻠﻘﺎﺋﻴﺎ اﻟكﻔﺎءة ﻓي اﻟﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى. ﻫﺬا ﻣﻦ ﺟﻬﺔ، وﻣﻦ ﻧﺎﺣﻴﺔ أﺧﺮى ﻳﻮﺿﺢ ﺳﺒﺐ ﺗﻀﻤﻦ ﺗ
اﻹﺷكﺎﻟﻴﺔ اﻟﺘي ﺗﻮاﺟﻬﻬﺎ أﻏﻠﺐ اﻟﺒﻠﺪان اﻟﻌﺮﺑﻴﺔ ﻓي ﻧﻈﺎﻣﻬﺎ اﻟﺘﻌﻠﻴﻤي اﻟﺬي ﻻ ﺗﹸﻌﺘﺒﺮ ﻓﻴﻪ أﺑﺪاﹰ ﻟﻐﺔ 
 . ٣اﻷم ﻟﻐﺔﹰ
، —اﻟﻤﺤﻮرﻳﻦ—واﻻﺣﺘﻤﺎل اﻟﺘﻄﺒﻴﻘي ﻓي ﺣﺎﻟﺘﻨﺎ ﺑﺪﻳﻬي: ﻳﺠﺐ ﺗﺪرﻳﺲ اﻟﺼﻨﻔﻴﻦ 
ﻟﺪراﺳي ﻣﻊ ﻣﺮاﻋﺎة اﻟﻤﺴﺘﻮﻳﻴﻦ، اﻟﻔﺼﺤى واﻟﺪارﺟﺔ، ﺑﺸكﻞ ﻣﺘﺰاﻣﻦ وﺑﺸكﻞ وﺗﻨﻈﻴﻢ اﻟﻤﻘﺮر ا
ﻣﺴﺘﻘﻞ. وﺳﻴﺴﻤﺢ ﻟﻨﺎ ﻫﺬا اﻟﺘﺰاﻣﻦ واﻻﺧﺘﻼف ﺗﻨﺎول ﻛﻞ ﻣﺴﺘﻮﻳﺎت اﻟﻠﻐﺘﻴﻦ ﺑﺸكﻞ ﻣﺴﺘﻘﻞ: 
وﻋﻠﻢ اﻹﻣﻼء، ﺑﺎﻹﺿﺎﻓﺔ إﻟى  اﻟﺼﻮﺗﻴﺎت واﻟﻔﻮﻧﻮﻟﻮﺟﻴﺎ واﻟﻤﻌﺠﻤﻴﺔ وﻋﻠﻢ اﻟﻨﺤﻮ واﻟﺪﻻﻟﺔ
  ﺎﻋي ﻟﻠﻌﺮﺑﻴﺔ.ﺗﺤﺴﻴﺲ اﻟﺘﻠﻤﻴﺬ ﺑﻮﺿﻌﻴﺔ ﻋﻠﻢ اﻟﻠﻐﺔ اﻻﺟﺘﻤ
 ﻛﻴﻒ ﺗﻌﻠﹼﻢ ﻟﻐﺎت ﻋﻠى اﺗﹼﺼﺎل ﻣﻊ ﺑﻌﻀﻬﺎ ؟ .٣
ﻋﻦ ازدواﺟﻴﺔ اﻟﻠﻐﺔ، ﻏﻴﺮ أﻧﻪ ﻳﺸﻴﺮ إﻟى ﺛﻨﺎﺋﻴﺔ اﻟﻠﻐﺔ  ٤اﻹﻃﺎر اﻟﻤﺮﺟﻌي اﻷوروﺑﻲ ﻻ ﻳﺘﺤﺪث
 اﻟﻨﻔﺴي اﻟﻠﻐﻮيﻓي ﻣﺎ ﻳﺨﺺ� اﻟﺠﺎﻧﺐ اﻟﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى ﺛﻨﺎﺋي اﻟﻠﻐﺔ،  ﻳﺘﻘﻦﻣﻦ اﻟﻤﻤكﻦ أن ﻧﻌﺘﺒﺮ اﻟﻌﺮﺑﻲ اﻟﺬي  ٣
 .(٧٠٠٢، daddaH-hgeiaS؛ ٢٠١: ٩٠٠٢و ٥٠٠٢، miharbI؛ ٠٠٠٢، miharbI & rataivE)
ﺗﻤﺖ ﺗﺮﺟﻤﺔ ﻫﺬا اﻟﻤﺮﺟﻊ إﻟى اﻟﻌﺮﺑﻴﺔ ﻋﻦ اﻟﻠﻐﺔ اﻷﻟﻤﺎﻧﻴﺔ. وﻓي اﻟﺘﺮﺟﻤﺔ ﺗﺒﻘى ﺑﺎﻷﻟﻤﺎﻧﻴﺔ اﻷﻣﺜﻠﺔ إذ ﻗﺼﺪﻫﺎ  ٤
 ﻣﺴﺎﻋﺪة ﺗﺪرﻳﺲ اﻷﻟﻤﺎﻧﻴﺔ ﻟﻐﻴﺮ اﻟﻨﺎﻃﻘﻴﻦ ﺑﻬﺎ ﻣﻦ اﻟﻌﺮب.
                                                           
 ﺑكﺘﻮرﻳﺎ أﻏﻴﻼر
واﺗﺼﺎل اﻟﻠﻐﺎت ﺑﺒﻌﻀﻬﺎ. ﻓﻔي ﺣﺎﻟﺔ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ، ﺗﺸﻴﺮ اﻟﻌﺪﻳﺪ ﻣﻦ اﻟﺪراﺳﺎت إﻟى أن 
ﻛﺜﺮ ﺣﻤﺎﺳﺎ ﻣﻦ اﻵﺧﺮﻳﻦ، وﻋﻼوةﹰ ﻋﻠى اﻟﺘﻼﻣﻴﺬ اﻟﺬﻳﻦ ﻳﺸﺮﻋﻮن ﻓي ﺗﻌﻠﻢ ﻟﻬﺠﺔ ﻣﺎ ﻳﺒﺪون أ
ذﻟﻚ ﻳﺤﺼﻠﻮن ﻋﻠى ﻧﺘﺎﺋﺞ أﻛﺎدﻳﻤﻴﺔ أﻓﻀﻞ. وﻳﻌﺘﺒﺮ اﻟﻌﺮﺑﻲ اﻟكﻒء ﻓي اﻟﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى ﻣﻦ 
 ﻣﻨﻈﻮر ﻋﻠﻢ اﻟﻨﻔﺲ اﻟﻠﻐﻮي ﺛﻨﺎﺋي اﻟﻠﻐﺔ.
اﻟﻤﻬﺎﺟﺮون اﻷﺟﺎﻧﺐ ﺣﺎﻟﺔ ﻣﺸﺎﺑﻬﺔ ﻟﺘﻌﻠﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻓي وﺳﻂ ﺛﻨﺎﺋي اﻟﻠﻐﺔ  وﻳﻮاﺟﻪ 
ﺗﻌﻠﻢ اﻹﺳﺒﺎﻧﻴﺔ واﻟكﺘﺎﻻﻧﻴﺔ ﻓي آن واﺣﺪ ﻟﻠﺘﻔﺎﻋﻞ ﻣﻊ ﻛكﺘﺎﻟﻮﻧﻴﺎ، ﺣﻴﺚ ﻣﻦ اﻟﻮاﺟﺐ ﻋﻠﻴﻬﻢ 
ﻣﺨﺘﻠﻒ وﺿﻌﻴﺎت اﻟﺤﻴﺎة اﻟﻴﻮﻣﻴﺔ، ﺑﻤﺎ ﻓﻴﻬﺎ اﻟﻮﺳﻂ اﻟﻤﺪرﺳي. وﻣﻦ اﻟﺒﺪﻳﻬي اﻟﻘﻮل إن 
اﻟﺘﻠﻤﻴﺬ ﻣﻦ أﺻﻞ أﺟﻨﺒﻲ ﻳﺤﺘﺎج إﻟى وﻗﺖ أﻛﺒﺮ ﻻﻛﺘﺴﺎب ﻛﻔﺎءة ﻟﻐﻮﻳﺔ ﺟﻴﺪة ﻋﻠى ﻋﻜﺲ 
ﺮ ﻣﻦ اﻟﺬي ﻳﺤﺘﺎﺟﻪ ﺗﻠﻤﻴﺬ ﻟﻮﻗﺖ أﻛﺜ زﻣﻼﺋﻪ اﻟﻨﺎﻃﻘﻴﻦ ﺑﺎﻻﺳﺒﺎﻧﻴﺔ واﻟكﺘﻼﻧﻴﺔ. وﺳﻴﺤﺘﺎج ﻛﺬﻟﻚ
ﺗﺘﻮﻗﻒ اﻟﻨﺘﺎﺋﺞ ﻋﻠى اﻟﻠﻐﺔ اﻟﺘي ﺗﹸﺴﺘﻌﻤﻞ أﻛﺜﺮ و أﺟﻨﺒﻲ آﺧﺮ ﻣﻤﺪرس ﻓي وﺳﻂ أﺣﺎدي اﻟﻠﻐﺔ.
ﻓي اﻟﻤﺠﺘﻤﻊ وﻋﻠى اﻟﻘﺪرات اﻟﺸﻔﻬﻴﺔ، ﻷﻧﻪ ﺛﺒﺖ أن اﻟﺘﻼﻣﻴﺬ اﻟﺬﻳﻦ ﻻ ﻳ�ﻄﻮ�رون ﺑﺸكﻞ ﻛﺎف 
ﺼﺤﻴﺢ ﻟﺒﺎﻗي اﻟكﻔﺎءة اﻟﻠﻐﻮﻳﺔ اﻟﺘﺤﺎورﻳﺔ ﺳﻮاء ﺑﺎﻟكﺘﺎﻻﻧﻴﺔ أو ﺑﺎﻹﺳﺒﺎﻧﻴﺔ ﻳ�ﻌﺮﻗﻞ اﻟﺘﻄﻮر اﻟ
وﻣﺎ ﻻ ﻳﻤكﻦ اﻟﺘﺸكﻴﻚ ﻓﻴﻪ ﻓي أي ﺣﺎل ﻫﻮ إﻣكﺎﻧﻴﺔ إﻟﻐﺎء إﺣﺪى ﻫﺎﺗﻴﻦ  .اﻟﻤﻬﺎرات اﻟﻠﻐﻮﻳﺔ
اﻟﻠﻐﺘﻴﻦ. وﻟﻢ ﺗﻨﺎﻗﹶﺶ ﻗﻂ اﻟﺤﺎﺟﺔ إﻟى ﺗﻌﻠﻴﻢ ﺛﻨﺎﺋي اﻟﻠﻐﺔ ﻷن ﺛﻨﺎﺋﻴﺔ اﻟﻠﻐﺔ ﻫي ﺣﻘﻴﻘﺔ ﻟﻐﻮﻳﺔ 
 ١١٠٢، ٠١٠٢ ،aliV & rellO) وﻳﻌﺘﺒﺮ أﻣﺮاﹰ ﺣﺘﻤﻴﺎﹰ ﺗﻜﻮﻳﻦ اﻟﺘﻠﻤﻴﺬ داﺧﻞ ﻫﺬا اﻹﻃﺎر
 .(٢١٠٢و
وﻳﻤكﻦ ﻣﻘﺎرﻧﺔ ﻫﺬه اﻟﻮﺿﻌﻴﺔ ﻣﻊ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ. إن ﺗﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ، ﻛﻤﺎ ﻫﻮ ﺷﺄن  
اﻟﻠﻐﺎت اﻟﻤﺘﺼﻠﺔ ﺑﺒﻌﻀﻬﺎ، ﺣﻴﺚ ﻳﺠﺐ أن ﻳﺘﻢ ﻓي آن واﺣﺪ ﺑﻴﻦ اﻟﻔﺼﺤى واﻟﻠﻐﺔ اﻟﻤﺤﻠﻴﺔ 
ﻷن ﻛﻠﺘﻴﻬﻤﺎ ﺿﺮورﻳﺘﺎن. ﻓﺎﻟﻤﻴﺰة اﻟﺘي ﺗﺘﻤﻴﺰان ﺑﻬﺎ، ﻛﻤﺎ ﻫﻮ اﻟﺸﺄن ﺑﺎﻟﻨﺴﺒﺔ ﻟﻺﺳﺒﺎﻧﻴﺔ 
ﻛﻴﺒﻲ اﻟﻀﺌﻴﻞ ﺑﻴﻨﻬﻤﺎ ﻷﻧﻬﻤﺎ ﺗﻨﺘﻤﻴﺎن ﻟﻨﻔﺲ اﻟﻌﺎﺋﻠﺔ اﻟﻠﻐﻮﻳﺔ. ﻟﻬﺬا، واﻟكﺘﺎﻻﻧﻴﺔ، ﻫﻮ اﻟﺒﻌﺪ اﻟﺘﺮ
ﻓﺈن ﻛﻠﺘﻴﻬﻤﺎ ﺗﺨﺘﻠﻄﺎن وﺗﺄﺧﺬان ﻣﻦ  ﻳﻤكﻦ ﻧﻘﻞ اﻟﻌﻨﺎﺻﺮ اﻟﻠﻐﻮﻳﺔ أو ﻗﺪرات اﻹدراك ﺑﻴﻨﻬﻤﺎ.
 ﺑﻌﻀﻬﻤﺎ اﻟﺒﻌﺾ وﺗﺴﻤﺢ ﻛﻞ واﺣﺪة ﺷﻐﻞ ﺣﻴﺰ اﻷﺧﺮى ﻋﻨﺪ اﻟﺤﺎﺟﺔ.
ي ﻛﺎﻧﺖ ﺷﺎﺋﻌﺔ ﻓي إن ﺗﻨﺎول اﻟﻠﻐﺔ ﺑﻬﺬه اﻟﻄﺮﻳﻘﺔ، ﺑﻤﺤﻮرﻳ�ﻦ، ﻳﺤﻞ ﺑﻌﺾ اﻟﻤﺸﺎﻛﻞ اﻟﺘ
إﻋﺪاد ﻣﻘﺮر دراﺳي ﻟﻠﻌﺮﺑﻴﺔ، ﻷﻧﻪ ﻣﻦ اﻟﻤﺴﺘﺤﻴﻞ ﺗﺤﻀﻴﺮ ﻧﻤﻮذج ﻣﻌﻴﺎري وﺣﻴﺪ ﻟﻠكﻔﺎءة 
اﻟﻠﻐﻮﻳﺔ ﻓي اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى. إن ﺑﻌﺾ اﻟﻌﻨﺎﺻﺮ اﻟﺜﻘﺎﻓﻴﺔ ﻣﺸﺘﺮﻛﺔ ﻓﻴﻤﺎ ﺑﻴﻦ اﻟﺒﻠﺪان 
ﻓﺎﻟﻮﺿﻊ اﻻﺟﺘﻤﺎﻋي  :ﺨﺘﻠﻒ ﻓي ﺑﻌﺾ اﻷﺣﻴﺎن ﺑﺸكﻞ ﻣﻠﺤﻮظﻳاﻟﻌﺮﺑﻴﺔ، ﻏﻴﺮ أن ﺑﻌﻀﻬﺎ 
ﺮ ﻟﻴﺲ ﻛﻨﻈﻴﺮه ﻓي اﻟﻤﻐﺮب. ﻛﺬﻟﻚ ﻃﺮﻳﻘﺔ ﻧﻄﻖ اﻟﻠﻐﺔ اﻟﻔﺼﺤى، ﻓﻜﻴﻔﻴﺔ اﻟﻠﻐﻮي ﻓي ﻣﺼ
ﻧﻄﻘﻬﺎ ﻣﻦ ﻗﺒﻞ ﻣﻐﺮﺑﻲ ﺗﺨﺘﻠﻒ ﻋﻦ ﻧﻄﻖ اﻟﻤﺼﺮي. وﻣﻦ اﻟﺼﻌﺐ أن ﺗﹸﺤﺪد اﻟﻤﻌﺎرف 
اﻟﺜﻘﺎﻓﻴﺔ ﻟﻠﻔﺼﺤى ﻧﻈﺮاﹰ ﻟﻬﻮﻳﺘﻬﺎ اﻻزدواﺟﻴﺔ. ﻓﻬﺬا ﻫﻮ اﻟﺤﺎل ﺑﺎﻟﻨﺴﺒﺔ ﻟﻸرﻗﺎم  – اﻻﺟﺘﻤﺎﻋﻴﺔ
ﺘﻤﺎﻋﻴﺔ واﻟﻤﺆﺳﺴﺎت. إﻧﻬﺎ ﻋﻨﺎﺻﺮ ﻣﻦ )اﻟﻌﺮﺑﻴﺔ أو اﻟﻬﻨﺪﻳﺔ(، ﻧﺎﻫﻴﻚ ﻋﻦ اﻟﺘﻘﺎﻟﻴﺪ اﻻﺟ
ﻟﻮﺣﺪﻫﺎ، وﻫي ﻣﺤﺪدة ﺗﻤﺎﻣﺎﹰ ﻓي اﻟﻤﻐﺮﺑﻴﺔ و ﺗﺘﻮﻓﺮ ﻋﻠى  "اﻟﻌﺮﺑﻴﺔ"اﻟﻤﺴﺘﺤﻴﻞ ﺗﻨﺎوﻟﻬﺎ ﻓي 
 ﺗﻌﺒﻴﺮ دﻗﻴﻖ ﺑﻬﺎ، أو ﺑﺄي ﻟﻬﺠﺔ، ﻓي ﺣﻴﻦ أﻧﻪ ﻓي اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى ﺗﹸﻌﺪﹼ أﻛﺜﺮ ﻏﻤﻮﺿﺎﹰ. 
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 واﻟﺪارﺟﺔ اﻟﻤﻐﺮﺑﻴﺔ اﻟﺘﻌﻠﻴﻢ اﻟﻤﺰدوج ﻟﻠﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى )ﻓﺼﺤى اﻟﻌﺼﺮ(
 اﻟﻌﺮﺑﻴﺔ اﻟﻤﻌﺎﺻﺮة واﻟﻤﻐﺮﺑﻴﺔ ﻓي اﻟﺼﻒ ﺣﺴﺐ اﻟﻄﺮﻳﻘﺔ اﻟﺘﻜﺎﻣﻠﻴﺔ .٤
ا ﻳﺤﺪث ﻓي اﻟﻤﺠﺘﻤﻌﺎت اﻟﺘي ﺗﺘﻜﻠﻢ ﻓﻴﻬﺎ ﻋﺪة اﻟﻠﻐﺎت؟ ﻛﻴﻒ ﻳﺠﺪ اﻟﻨﺎﻃﻘﻮن ﻣﺎذ"
ﻬﺎ ــﻣﻨ ةﻞ ﻛﻞ واﺣﺪـﻒ ﺗﺴﺘﻌﻤــﺔ ﻟﻴﺠﻴﺪوﻫﺎ ﺑﻄﺮﻳﻘﺔ ﻣﺘﻼزﻣﺔ؟ ﻛﻴــﺳﺒﻴﻼ إﻟى ﺣﺎﺟ
 "وﻟﻤﺎذا؟
 (٦٩٩١ ،neksyuM & leppA) 
ﻳﻨﺒﻐي ﻋﻠى اﻟﺘﻼﻣﻴﺬ اﻟﺬﻳﻦ ﻳﺒﺪؤون ﻓي ﺗﻌﻠﻢ ﻟﻐﺔ أن ﻳكﻮﻧﻮا ﻣﺴﺘﻌﺪﹼﻳﻦ ﻻﺳﺘﻌﻤﺎﻟﻬﺎ ﺧﺎرج 
ﻣﻊ ﺳكﺎﻧﻬﺎ اﻷﺻﻠﻴﻴﻦ وﻋﺒﺮ اﻟﺒﺮﻳﺪ اﻹﻟكﺘﺮوﻧي وﻛﺬﻟﻚ  :ﻓي ﺳﻴﺎﻗﺎت ﻣﺨﺘﻠﻔﺔاﻟﺼﻒ 
 ﻟﻤﺸﺎﻫﺪة اﻟﺘﻠﻔﺎز أو ﺗﺼﻔﺢ اﻹﻧﺘﺮﻧﺖ. ﻳﺠﺐ أن ﺗﻜﻮن اﻟﻠﻐﺔ ذات ﺷﺄن ﻟﺪى اﻟﺘﻼﻣﻴﺬ
، ﻓﻴﺒﻘى ﺗﻄﻮﻳﺮ ﻣﺴﺘﻮاﻫﻢ اﻟﻠﻐﻮي ﻣﺘﻌﻠﻘﺎ ﺟﺰﺋﻴﺎ ﺑﺎﻟﻔﺮص  (٥٩٩١ ،ailiceC-atnaS aícraG)
ﻳﺔ ﺗﻄﻮﻳﺮﻫﺎ ﻣﻦ ﺧﻼل اﻟﻤﺤﺎدﺛﺎت اﻟﻐﻴﺮ اﻟﺘي ﻳﺤﻈﹼﻮن ﺑﻬﺎ ﻓي وﺳﻄﻬﻢ اﻻﺟﺘﻤﺎﻋي، ﺑﻐﺎ
ﻟﻬﺬا، ﻳﺒﺪو ﺟﻠﻴﺎ� أن اﻻﺧﺘﻴﺎر اﻷﻛﺜﺮ اﻧﺴﺠﺎﻣﺎ ﻓي إﺳﺒﺎﻧﻴﺎ . (١١٠٢ ،aliV & rellO) اﻟﺮﺳﻤﻴﺔ
 ﻫﻮ اﻟﺪارﺟﺔ اﻟﻤﻐﺮﺑﻴﺔ )ﺑﺪون إﻗﺼﺎء ﻟﻬﺠﺎت أﺧﺮى ﻣﻨﺘﺸﺮة وﻣﺪوﻧﺔ ﻛﺎﻟﻤﺼﺮﻳﺔ(.
كﻞ ﻓﻌﻨﺪ ﺗﻘﺪﻳﻢ ﺑﺮﻧﺎﻣﺞ ﻳﺸﺘﻤﻞ ﻋﻠى ﻣﺴﺘﻮﻳﻲ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻓي آن واﺣﺪ وﻟكﻦ ﺑﺸ
ﻣﺴﺘﻘﻞ، ﻓﺈن اﻟﺘﻠﻤﻴﺬ ﻳﻮاﺟﻪ اﻟﻮﺿﻌﻴﺔ اﻟﻠﻐﻮﻳﺔ اﻟﺤﻘﻴﻘﻴﺔ وﻳﺘﻢ ﺗﺤﻔﻴﺰه ﻟﺮﺑﻂ اﻟﻌﻼﻗﺎت 
اﻟﻤﻼﺋﻤﺔ ﺑﻴﻦ اﻟﻤﺴﺘﻮﻳﻴﻦ، ﺣﻴﺚ أﻧﻪ ﺛﺒﺖ أن اﻟﺘﻠﻤﻴﺬ اﻟﺬي ﻳﻀﻴﻒ ﻟﻐﺘﻴﻦ ﻣﻐﺎﻳﺮﺗﻴﻦ ﻟﻠﻐﺘﻪ، 
وﻫﺬا ﺑﻘﻮل ﻣﻨﺬر ﻳﻮﻧﺲ ﻃﺮﻳﻘﺔ ﺗﻘﺪﻳﻢ  ﻓﻬﻮ ﻳﻘﻴﻢ ﻋﻼﻗﺎت اﻋﺘﻤﺎد ﻟﻐﻮي ﻣﺘﺒﺎدل ﺑﻴﻨﻬﻤﺎ.
اﻟﻮﻗﺖ وﻓي ﻣﺴﺎرﻳﻦ ﻣﻨﻔﺼﻠﻴﻦ، إذ اﻟﺪارﺟﺔ اﻟﻤﻐﺮﺑﻴﺔ ﺗﺨﺘﻠﻒ اﻟﻔﺼﺤى واﻟﺪارﺟﺔ ﻓي ﻧﻔﺲ 
ﻋﻦ اﻟﻔﺼﺤى اﺧﺘﻼﻓﺎ ﺷﺪﻳﺪا أﻛﺜﺮ ﻣﻦ اﻟﻠﻬﺠﺎت اﻟﺸﺎﻣﻴﺔ و ﺗﻄﺒﻴﻌﻬﺎ ﺗﻜﺎﻣﻠﻴﺎ ﻓي ﻣﺴﺎر واﺣﺪ 
 ﻗﺪ ﻳكﻮن ﻣﻌﻘﺪا ﺟﺪا وﺣﺘى ﻣﺴﺘﺤﻴﻼ.
وأﻋﺘﻘﺪ أﻧﻪ ﻣﻦ اﻷﻓﻀﻞ اﻟﺠﻤﻊ ﺑﻴﻦ اﻟﻔﺼﺤى واﻟﺪارﺟﺔ ﺑﺼﻔﺔ ﻣﺘﺰاﻣﻨﺔ ﻣﻨﺬ اﻟﺒﺪاﻳﺔ. إن 
ﻛﻞ ﻟﻐﺔ ﻋﻠى ﺣﺪة ﺳﻮف ﻳﺮﺗﺒﻂ ﺑﺎﻻﺣﺘﻴﺎﺟﺎت اﻟﺘﻮاﺻﻠﻴﺔ واﻟﻤﻀﺎﻣﻴﻦ  اﻟﻮﻗﺖ اﻟﻤﻮﻇﱠﻒ ﻓي
اﻟﺘي ﻳ�ﺮﻏﺐ ﻓي ﺗﺪرﻳﺴﻬﺎ واﻟﻤﻬﺎرات اﻟﺘي ﻳ�ﺮاد ﺗﻄﻮﻳﺮﻫﺎ. ﻟﻬﺬا، ﺳﺘﺨﺼﺺ ﺳﺎﻋﺎت أﻛﺜﺮ 
ﻟﻠﺪارﺟﺔ اﻟﻤﻐﺮﺑﻴﺔ وأﻗﻞ ﻟﻠﻔﺼﺤى ﻓي اﻟﻤﺴﺘﻮﻳﺎت اﻷوﻟى. وﻫﺬه اﻟﻨﺴﺒﺔ ﺳﺘﺘﺮاﺟﻊ ﺟﺰﺋﻴﺎ ﺣﺘى 
 ﻟﻠﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى. ﺗﺘﺴﺎوﻳﺎ ﻓي اﻟﺴﺎﻋﺎت، وﻓﻴﻤﺎ ﺑﻌﺪ ﺳﺘﺰﻳﺪ اﻟﺴﺎﻋﺎت
وﻗﺪ ﺑﺪأت ﻓي اﺧﺘﺒﺎر ﻫﺬا اﻟﻤﻘﺘﺮح اﻟﺘﻌﻠﻴﻤي اﻟﻤﺸﺘﺮك ﻟﻠﻔﺼﺤى واﻟﻤﻐﺮﺑﻴﺔ ﻓي آن 
واﺣﺪ وﺑﺸكﻞ ﻣﺴﺘﻘﻞ، ﻓي اﻟﺴﻨﺔ اﻷﻛﺎدﻳﻤﻴﺔ  اﻟﺤﺎﻟﻴﺔ ﺑﺠﺎﻣﻌﺔ ﻣﻮرﺳﻴﺔ. وﺑﻌﺾ اﻟﺨﺼﺎﺋﺺ 
اﻟﻤﺤﺪدة ﻓي اﻻﻗﺘﺮاح، ﻻ ﺳﻴﻤﺎ ﻓي اﻟﻤﺴﺘﻮى اﻷول )وﻓي رأﻳﻲ، ﻟﻐﺮض اﻟﻮﺻﻮل إﻟى 
 ﺳﺎﻋﺔ ﻣﻦ اﻟﺘﻌﻠﻴﻢ اﻟﻤﺰدوج(. ٠٦٣وروﺑﻲ، ﻳﻠﺰم ﻗﺮاﺑﺔ ﻟﻺﻃﺎر اﻷ 2Aاﻟﻤﺴﺘﻮى 
ﻳﺘﻢ اﻻﻧﻄﻼق ﻣﻦ ﻓﺮﺿﻴﺔ أن اﻟﻤﺴﺘﻮﻳﻴﻦ ﻳﻌﻤﻼن ﻛﻨﻈﺎﻣﻴﻦ ﻣﻐﺎﻳﺮﻳﻦ، وﻟﻬﺬا اﻟﺴﺒﺐ  ▪
 ﺳﻴ�ﺠﺮى اﻟﺘﻌﻠﻴﻢ ﺑﺒﺮﻧﺎﻣﺠﻴﻦ ﻣﺨﺘﻠﻔﻴﻦ. 
 ﻳﺨﺘﻠﻒ ﺗﻘﺴﻴﻢ اﻷوﻗﺎت ﻟكﻠﺘﺎ اﻟﻠﻐﺘﻴﻦ، وﻓﻘﺎﹰ ﻟﻼﺣﺘﻴﺎﺟﺎت اﻟﺘﻮاﺻﻠﻴﺔ. ▪
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 ﺑكﺘﻮرﻳﺎ أﻏﻴﻼر
ﻳكﻮن اﻟﻤﺴﺘﻮﻳﺎن أﻛﺜﺮ وﺿﻮﺣﺎ. ﻏﻴﺮ ﺳﻴكﻮن ﻣﻦ اﻷﻧﺴﺐ وﺟﻮد ﻣﺪر�ﺳﻴ�ﻦ ﺑﻬﺪف أن  ▪
أﻧﻪ ﻣﻦ اﻟﻤﻬﻢ أﻳﻀﺎ أن ﻳﻮﻓﺮ ﻫﺬان اﻷﺧﻴﺮان ﻣﺴﺎﺣﺎت ﺣﻴﺚ ﻳﺘﻤﺎزج ﻛﻼ 
 اﻟﻤﺴﺘﻮﻳﻴﻦ، ﺗﻤﺎﻣﺎﹰ ﻛﻤﺎ ﻳﺤﺪث ﻋﺎدةﹰ ﻓي اﻟﺤﻴﺎة اﻟﻴﻮﻣﻴﺔ.
اﻟﻬﺪف ﻫﻮ ﺗﻤكﻴﻦ اﻟﺘﻠﻤﻴﺬ ﻣﻦ ﻓﻬﻢ ﻛﻼ اﻟﻤﺴﺘﻮﻳﻴﻦ، ﺳﻮاء أﻛﺎن ﺷﻔﻮﻳﺎ أم ﻛﺘﺎﺑﻴﺎ.  ▪
اﻟﻤﻐﺮﺑﻴﺔ واﻟﻔﺼﺤى ﻋﻠى ﺣﺪ ﺳﻮاء ﻟﻬﺬا، ﻓﺨﻄﺎب اﻷﺳﺘﺎذ ﺳﻴ�ﻠﻘى ﺑﺎﻟﻤﺴﺘﻮﻳﻴﻦ: 
ﺣﺴﺐ اﻟﻤﻀﺎﻣﻴﻦ اﻟﻤ�ﻘﺪﱠﻣﺔ. وﻋﻠى ﻧﻔﺲ اﻟﻤﻨﻮال، ﺳﺘﻌﺮض ﻋﻠى اﻟﺘﻠﻤﻴﺬ ﻧﺼﻮص 
 ﻛﺘﺎﺑﻴﺔ ﺑﺎﻟﻔﺼﺤى واﻟﺪارﺟﺔ.
وﺑﺼﻔﺔ ﻋﺎﻣﺔ، ﺳﺘﺠﺮى اﻟﺘﻤﺎرﻳﻦ اﻟﻬﺎدﻓﺔ ﻟﻠﻌﻤﻞ ﻋﻠى ﻣﻀﺎﻣﻴﻦ اﻟﺪارﺟﺔ اﻟﻤﻐﺮﺑﻴﺔ  ▪
ﺷﻔﻮﻳﺎﹰ. ﻓي ﺣﻴﻦ أن اﻟﻤﻘﺘﺮﺣﺎت اﻟﻬﺎدﻓﺔ ﻟﻠﻌﻤﻞ ﻋﻠى ﻣﻀﺎﻣﻴﻦ اﻟﻔﺼﺤى ﻓﺴﻮف 
 ﻮن ﻛﺘﺎﺑﻴﺔ ﺑﺼﻮرة ﺧﺎﺻﺔ.ﺗﻜ
ﺳﺘﹸﻮﻇﱠﻒ اﻟﻤﻐﺮﺑﻴﺔ ﻟﻠﺘﻔﺎﻋﻞ اﻟﺸﻔﻮي ﺑﻴﻦ اﻟﺘﻼﻣﻴﺬ واﻷﺳﺘﺎذ. وﺑﻬﺬا اﻟﺸكﻞ ﺳﻴﺴﻬﻞ  ▪
اﻛﺘﺴﺎب اﻟكﻼم اﻟﺸﻔﻮي ﺟﻴﺪا ﻓي ﺣﻴﻦ ﻳﺘﺤﺴ�ﻦ ﻣﺴﺘﻮاه ﻓي اﻟﻤﺴﺘﻮى اﻷﻋﻠى، 
 ﻣﺤﺎﻛﻴﺎ ﺑﻬﺬا اﻟﺸكﻞ اﻟﻄﺮﻳﻘﺔ اﻟﺘي ﻳﺘﻌﻠﹼﻢ ﺑﻬﺎ اﻟﻌﺮب اﻷﺻﻠﻴﻮن.
 ﺎ ﻓي اﻟﻤﺴﺘﻮﻳﺎت اﻷوﻟى.ﻟﻦ ﺗﻌﺎﻗﺐ اﻟﺘﺪاﺧﻼت ﺑﻴﻦ اﻟﻠﻐﺘﻴﻦ ﻻﺳﻴﻤ ▪
ﺳﻴكﻮن اﻟﺘﻘﻴﻴﻢ ﻣﻮﺟﻬﺎ ﻧﺤﻮ ﻫﺎﺗﻴﻦ اﻟﻠﻐﺘﻴﻦ. ﻳﺠﺐ أن ﻳﺘﻀﻤﻦ اﻟﻤﻬﺎرات اﻟﺨﻤﺲ  ▪
اﻟﻤﺸﺎر إﻟﻴﻬﺎ ﻓي اﻹﻃﺎر اﻟﻤﺮﺟﻌي اﻷوروﺑﻲ. واﻹﻣﺘﺤﺎﻧﺎت اﻟﻤﺨﺼﺼﺔ ﻻﺧﺘﺒﺎر 
اﻟﻤﺴﺘﻮى اﻟﻠﻐﻮي ﻟﻠﺘﻼﻣﻴﺬ ﺳﺘﹸﻘﻴ�ﻢ ﻧﻮع اﻟكﻔﺎءة اﻟﻤﻄﻠﻮﺑﺔ واﻟﻠﻐﺔ اﻟﺘي ﺗﻢ ﻓﻴﻬﺎ ﺗﻄﻮﻳﺮ 
 ﺸكﻞ اﻟﺘﺎﻟي:ﻫﺬه اﻟكﻔﺎءة ﻋﻠى اﻟ
 اﻟﻠﻐﺎت اﻟﻤﺴﺘﻌﻤﻠﺔ
 ﻣﻬﺎرات اﻟﺘﻮاﺻﻞ
 اﻟﻌﺮﺑﻴﺔ اﻟﺪارﺟﺔ اﻟﻤﻐﺮﺑﻴﺔ
 اﻟﻔﻬﻢ اﻟﺸﻔﻮي  
 اﻟﺘﻌﺒﻴﺮ اﻟﺸﻔﻮي  
 اﻟﻔﻬﻢ اﻟكﺘﺎﺑﻲ  
 اﻟﺘﻌﺒﻴﺮ اﻟكﺘﺎﺑﻲ  
 اﻟﺘﻔﺎﻋﻞ اﻟﺸﻔﻮي  
 اﻟﺨﻼﺻﺔ .٥
ﺗﻌﺘﺒﺮ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻣﻦ ﻣﻨﻈﻮر ﻋﻠﻢ اﺟﺘﻤﺎع اﻟﻠﻐﺔ ازدواﺟﻴﺔ، وﻟﺬﻟﻚ ﻳﺠﺐ ﻋﻠى أي ﺑﺮﻧﺎﻣﺞ  
ﺗﻌﻠﻴﻤي ﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ أن ﻳﺮﻣي إﻟى إﻋﺪاد اﻟﺘﻼﻣﻴﺬ ﻻﻛﺘﺴﺎب ﻛﻔﺎءة ﺗﻮاﺻﻠﻴﺔ ﻣﻌﻴﻨﺔ ﺑﺎﻟﻠﻐﺔ 
إن اﺧﺘﺼﺎر  اﻟﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى وﻟﻬﺠﺔ ﻣﺎ. :اﻟﻌﺮﺑﻴﺔ أن ﻳﺄﺧﺬ ﻓي اﻟﺤﺴﺒﺎن ﻣﺴﺘﻮﻳﻲ اﻟﻠﻐﺔ
ﺗﻌﺘﺒﺮ اﻟﻠﻐﺔ  ."اﻟﻌﺮﺑﻴﺔ"ﻓي  واﻻﺗﻔﺎق ﻋﻠﻴﻬﺎ ﺔ اﻟﻌﻠﻴﺎ ﻏﻴﺮ ﻛﺎفﹴ ﻹﻧﺘﺎج اﻟﻤﻌﺎﻧيﻓي اﻟﻠﻐ "اﻟﻌﺮﺑﻴﺔ"
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 واﻟﺪارﺟﺔ اﻟﻤﻐﺮﺑﻴﺔ اﻟﺘﻌﻠﻴﻢ اﻟﻤﺰدوج ﻟﻠﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى )ﻓﺼﺤى اﻟﻌﺼﺮ(
اﻟﻌﺮﺑﻴﺔ ﺛﻨﺎﺋﻴﺔ واﻻﺧﺘﻼط اﻟﻠﻐﻮي ﻫﻮ اﻟﺸكﻞ اﻟﻤﻌﺘﺎد ﻟﻠﺘﻮاﺻﻞ ﻟﺪى اﻟﻨﺎﻃﻘﻴﻦ ﺑﻬﺎ، وﻫﻮ اﻟﺬي 
اﻟﺮﺳﻤي )ﺳﻴﻮاﺟﻬﻪ اﻟﺘﻼﻣﻴﺬ، ﻟﻬﺬا ﻳﻨﺒﻐي ﺑﺎﻟﻀﺮورة أن ﻳﺘﻀﻤﻦ اﻟﻤﻘﺮر اﻟﺪراﺳي اﻟﻤﺴﺘﻮﻳﻴﻦ 
ﺮم اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ، وﺑﺎﻟﻨﻈﺮ إﻟى ﻃﺎﺑﻌﻬﺎ اﻹزدواﺟي، ﻳﺠﺐ إﻟﺰاﻣﻴﺎﹶ ﻋﻠى ﻛﻞ . وﻟكي ﻧﺤﺘ(واﻟﻌﺎﻣي
أن ﺗﺄﺧﺪ ﻓي اﻟﺤﺴﺒﺎن ﻓي اﻟﻤﻘﺮر اﻟﻤﺪرﺳي  "اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ"أو  "اﻟﻌﺮﺑﻴﺔ"ﻣﺎدة ﺗﺪﻋى 
 وﺟﺪوﻟﻬﺎ اﻟﺰﻣﻨي ﻛﻼ اﻟﻤﺴﺘﻮﻳﻴﻦ. 
وﻳﺴﺎﻋﺪ اﻟﻮﺿﻊ ﻓي إﺳﺒﺎﻧﻴﺎ، ﺑﻮﺟﻮد ﻣﻠﻴﻮن ﺷﺨﺺ ﺗﻘﺮﻳﺒﺎ ﻳﻨﺘﻤﻮن ﻟﺸﻤﺎل إﻓﺮﻳﻘﻴﺎ، 
ﻟﻘﺮب اﻟﺠﻐﺮاﻓي واﻟﻌﻼﻗﺎت اﻟكﺜﻴﺮة، ﻳﺴﺎﻋﺪ ﻋﻠى أن ﺗﻜﻮن اﻟﻠﻬﺠﺔ اﻟﻤﻐﺮﺑﻴﺔ ﻫي ﻋﻼوة ﻋﻠى ا
اﻟﻘﺮار اﻷﻓﻀﻞ ﻓي ﺑﻼدﻧﺎ. وﻟﻀﻤﺎن ﺗﻌﻠﻴﻢ ﻣﻨﺎﺳﺐ ﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻓي إﺳﺒﺎﻧﻴﺎ، ﺳﻴكﻮن ﻣﻼﺋﻤﺎ 
 ﺗﻨﺎول اﻟﻤﺴﺘﻮﻳﻴﻦ، اﻟﻔﺼﺤى واﻟﻤﻐﺮﺑﻴﺔ، ﻣﻨﺬ اﻟﺒﺪاﻳﺔ وﻓي آن واﺣﺪ.
وﺿﻌﻴﺔ اﻷﺟﺎﻧﺐ اﻟﺬﻳﻦ ﻳﻨﺘﻘﻠﻮن  إن ﺗﻌﻠﻴﻢ ﻧﻈﺎﻣﻴﻦ رﻣﺰﻳﻴﻦ ﺳﻴﺸﺒﻪ ﻓي ﺗﻔﺎﺻﻴﻞ ﻛﺜﻴﺮة
إﻟى ﻛﺘﺎﻟﻮﻧﻴﺎ وﻳﻀﻄﺮون ﻋﻠى ﺗﻌﻠﹼﻢ اﻹﺳﺒﺎﻧﻴﺔ واﻟكﺘﺎﻻﻧﻴﺔ. وﺳﻴﺒﻄئ، ﻧﻈﺮﻳﺎ، ﺧﻴﺎر ﺗﻌﻠﻢ اﻟﻠﻐﺔ 
اﻟﻤﻐﺮﺑﻴﺔ واﻟﻌﺮﺑﻴﺔ اﻟﻤﻌﺎﺻﺮة ﻋﻤﻠﻴﺔ اﻟﺘﻌﻠﹼﻢ. ﻏﻴﺮ أﻧﻪ ﺳﻴﻤكﻦ ﻣﻦ ﺑﻠﻮغ ﻧﺴﺐ أﻋﻠى ﻣﻦ اﻟكﻔﺎءة 
ى إﻟى أﺧﺮ وﺳﻴﺠﻌﻞ اﻟﻠﻐﻮﻳﺔ ﻓي ﻛﻼ اﻟﻤﺴﺘﻮﻳﻴﻦ ﻷن ﻫﺬا ﺳﻴﺴﻤﺢ ﺑﻨﻘﻞ ﻣﻀﺎﻣﻴﻦ ﻣﻦ ﻣﺴﺘﻮ
 اﻟﻠﻐﺔ ذات ﺷﺄن ﻟﺪى اﻟﺘﻼﻣﻴﺬ. 
 وﻫﺬا اﻟﻤﻘﺘﺮح ﻟﻴﺲ ﺧﺎﻟﻴﺎ ﻣﻦ اﻟﻌﺮاﻗﻴﻞ، وأﻫﻤﻬﺎ: 
 ﺿﻌﻒ اﻟﺘﺄﻫﻴﻞ ﺑﺎﻟﻨﺴﺒﺔ ﻟﻸﺳﺎﺗﺬة ﻓي إﺳﺒﺎﻧﻴﺎ.   ▪
ووﺿﻌﻴﺔ اﻟﻌﺎﻣﻴﺔ اﻟﻤﻐﺮﺑﻴﺔ ذاﺗﻬﺎ واﻟﺘي ﻻ ﺗﺤﻈى ﺑﻌﺪ ﺑﻤكﺎﻧﺔ ﺿﺮورﻳﺔ وﻟﻮ ﺣﺘى   ▪
 ﺑﺘﻨﻈﻴﻢ ﻟﻐﻮي.
ﻦ اﻟﻼزم ﺗﻜﻮﻳﻦ اﻷﺳﺎﺗﺬة وﻟكﻦ ﻟﻦ أﻃﻴﻞ ﻓي اﻟﺤﺪﻳﺚ ﻋﻦ اﻟﻤﻮﺿﻮع اﻷول. ﻓﻤ
ﻳﺠﺐ أﻳﻀﺎ اﻟﺸﺮوع ﻓي ﺗﺠﺮﻳﺐ وﺗﻘﺪﻳﻢ ﺑﺪاﺋﻞ ﻣﻘﻨﻌﺔ ﺗﺴﺎﻋﺪ ﻋﻠى ﺗﻨﻈﻴﻢ ﺗﻌﻠﻴﻢ ﻣﻨﺴﻖ ﻟﻠﻐﺔ 
 اﻟﻌﺮﺑﻴﺔ ﻟﻠﻨﺎﻃﻘﻴﻦ ﺑﻐﻴﺮﻫﺎ ﻛﻤﺎ ﻫﻮ اﻟﻤﻌﻤﻮل ﺑﻪ ﻓي ﺑﻠﺪان أﺧﺮى. 
وﺑﺨﺼﻮص اﻟﻤﻮﺿﻮع اﻟﺜﺎﻧي، ﻓﻌﻠى اﻟﺮﻏﻢ ﻣﻦ أن اﻟﺪارﺟﺔ اﻟﻤﻐﺮﺑﻴﺔ ﺑﻘﻴﺖ ﻣﺘﺄﺧﺮة 
 ،tebuaC) اﻟﺸﺎﻣﻴﺔ، ﻓﺘﻘﺪﻣﻬﺎ ﻓي اﻟﺴﻨﻮات اﻷﺧﻴﺮة ﻻ ﻳﻤكﻦ وﻗﻔﻪﻣﻘﺎرﻧﺔ ﻣﻊ اﻟﻤﺼﺮﻳﺔ أو 
 .(٢١٠٢
وﻫﻨﺎك ﺣﺎﺟﺔ إﻟى ﺟﻬﻮد ﻛﺒﻴﺮة وﺗﻌﺎون ﻛﺜﻴﺮ ﻣﻦ أﺟﻞ ﺗﻨﻔﻴﺬ ﺗﻌﻠﻴﻢ ﻋﻠى اﻟﻨﺤﻮ 
اﻟﻤﻌﺮوض ﻫﻨﺎ ﻷن اﻟﻤﻬﺎرات اﻟﺘي ﺳﺘﻜﺘﺴﺐ ﻓي ﻛﻠﺘﺎ اﻟﻠﻐﺘﻴﻦ ﻟﻦ ﺗﻜﻮن ﻣﺜﻞ ﺑﻌﻀﻬﺎ. وﻟﻬﺬا 
. ﺑﻄﺒﻴﻌﺔ اﻟﺤﺎل ﻫﺬا اﻻﻗﺘﺮاح ﻳﺠﺐ اﻟﺘﺨﻄﻴﻂ واﻟﺘﺠﺮﻳﺐ واﻟﺘﻘﻴﻴﻢ واﻟﺘﺨﻄﻴﻂ ﻣﻦ ﺟﺪﻳﺪ
 ﻣﻔﺘﻮح أﻣﺎم ﻛﻞ اﻟﻤﻼﺣﻈﺎت أو اﻟﻤﺸﺎرﻛﺎت. 
 
 




٦․١․ ﺔﻴﺑﺮﻌﻟا ﺔﻐﻠﻟﺎﺑ ﻊﺟاﺮﻤﻟا 
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1. Introduction 
In the field of Teaching Arabic as a Foreign Language (TAFL), focus has 
been heavily placed on the necessity to adopt an Integrative Approach, 
which combines the teaching of Modern Standard Arabic (MSA) and a re-
gional or local dialect of Arabic. Teaching Arabic dialects has become an 
inevitable response to an evidently changing landscape of TAFL. Such an 
approach seems to attract language teaching professionals because it reflects 
the sociolinguistic reality in the Arab world. However, the Arabic teaching 
materials available for non-native speakers of Arabic has created more con-
fusion in determining teaching priorities: Which register to teach and in 
which order: MSA, Colloquial Arabic (CA), or both?  
The first part of this article aims at giving an overview of the socio-
linguistic situation in the Arab world with a focus on the diglossic situation 
in Morocco. The second section presents a number of distinguishable prac-
tices and how sounds are mapped onto symbols in modern technologies. 
The third section deals with the orthography as a literacy practice and the 
importance of setting conventions to standardize the spoken language. The 
fourth section deals with the shift from an English spoken variety to a writ-
ten standard orthography. Samples of spelling vs. orthography are given 
based on students’ performance in spelling English words. The fifth section 
will discuss the dichotomy between narrative and dialogue language in 
literary works, especially after the publication of a number of works in CA. 
1 I am thankful to Dr. Naceur Amakhmakh and Dr. Naima Boussofara for their kind help 
in the editing of this article. 
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The sixth section discusses the role of the media in this new shift within the 
sociolinguistic context and how CA has gained higher status thanks to soap-
opera dubbings. The seventh part analyses the emergence of advertisement 
language which, instead of strengthening the Arabic language, turned to be 
a ‘parasite’. Finally, the last section presents the challenges that practitioners 
face in the shift from a MSA-only Approach to an Integrative Approach.  
2. The sociolinguistic situation 
In Morocco, as in the rest of the Arab world, native-speakers children of 
CA start elementary school education at the age of 6 or 7. They come with 
rich knowledge of self, awareness of their bodies, their environment (ani-
mals, plants, topography, geography), their social environment (social rela-
tionships, neighborly relations, classifying people according to activities, for 
themselves and for their families, according to the physical and moral 
characteristics) (Dahbi, 2007: 43). 
However, the language of instruction in primary schools in the Arab 
world is MSA. The choice of MSA as the language of instruction in edu-
cational programs is due to two causes: on the one hand, primary school 
teachers receive instruction in that language variety; on the other hand, the 
decision of teaching the MSA is less controversial as it is accessible to every-
one and shows that this choice, based on years of teaching experience, is the 
best. However, the choice of education in MSA virtually eliminates —para-
doxically— all the rich knowledge that the child acquires before school, and 
undervalues the entire existential richness since the first day of school, as it 
inhibits the ability of the child to express himself/herself and impedes the 
understanding of the world of the school on the basis of their own. 
According to Dahbi (2007: 43), this intended choice is ‘a breach of 
the primary principles of pedagogy and encroachment of holiest rights of 
the individual’. Thus, the children native speakers of Arabic become con-
vinced that MSA and CA are two different languages which are so very 
different that they seem to be unintelligible. Based on this both conscious 
and unconscious assessment, MSA is favored over CA. The latter slips into 
inferiority and becomes marginalized. 
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The issue of this unjust assessment regarding the supposed hierarchy 
between standard and colloquial forces us to ask ourselves the following 
question: Is it true that the status of mother tongues is lower than that of 
the languages taught in school? A series of questions tied up to this issue are 
also raised: 1) From which register does language record its lexical data? the 
mother tongue or different languages? 2) How did countries such as the US, 
England, France, or Spain, solve the transition from the mother tongue, 
usually oral, to the written language, which are the language of academia? 3) 
How are languages structured and standardized: On the basis of the mother 
tongue or on a different language? 4) Does not Arabic (Standard or 
Colloquial) belong to those languages which convey oral forms in the 
colloquial and written forms conveyed in the standard? 5) Is bilingualism a 
unique characteristic of the Arabic language or is it a worldwide phenome-
non found in all human languages with varying degrees? If mother tongues 
are considered so eloquent languages why should native speakers study stan-
dard languages from the primary school to the university level all over the 
world?  
The distribution of the communicative functions between writing and 
speech is a property of all human languages, including Arabic. On the one 
hand, the written language is used as the medium of literature, religion and 
science, which made of MSA a source of self-identity and of authority in the 
religious tradition. CA, on the other hand, reflects the functional oral di-
mension. It is the medium of interaction with family members and friends 
at home and within the immediate environment community. It is also “their 
means of self-expression within that closely personal environment, which is 
both rich in a shared cultural heritage, charged with emotion, and linked to 
their sense of identity. For these members of the community, their colloquial 
is very much present and intimately personal2” (Young & Helot, 2003: 235). 
In Arabic the dichotomy between writing and speech has an impact 
on the status of each variety and on the regulation role of who speaks, writes, 
2 Young and Helot (2003: 235) discuss the language hierarchy and language policies in the 
French education system underlying the negative choice of the term langues d’origine 
(languages of origin), which reveals a certain attitude toward these languages and their 
speakers (Arabic, Polish, Turkish, Portuguese, etc.)  
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and/or uses what medium, in which context, and for what purposes (Youssi, 
2011). 
The main problem regarding the comparisons between CA and MSA 
and indeed the whole dynamics of its evolution is that it is not used as a 
spoken language by native speakers of Arabic, though there are native users 
who read it fluently and listen to it with ease and understanding, and may 
use it for speaking in ‘formal’ situations  (Parkinson, 1991: 39). Based on this 
assumption, does it mean that CA serves the informal aspect of the Arabic 
language? Don’t native-speakers use formal CA in their daily discourse?  
Following Youssi, “the Moroccans, as well as the Arab communities, 
have been confronted with the obligation to open up to the modern world. 
Consequently, there have been pressing needs to communicate the 
innumerable foreign concepts, processes, the names of objects or principles 
of contemporary living in settings where the use of French would be 
inappropriate, and where any attempt to speak MSA would be ludicrous or 
out of the reach of the ordinary speakers of CA”.  
The adoption of MSA in schooling does not help non-native learners 
to immerse in the culture. To do so, the teaching of colloquial becomes 
necessary even though it might be viewed as anti-pan-Arabism or anti-
religion (Haeri, 2003: 131). Foreigners who have learned MSA in university 
settings eventually have to complement their language learning by studying 
a local spoken variety to interact with native speakers on a daily basis and to 
immerse in the culture.  
As the question of proficiency is a crucial component to take into 
consideration in language learning, non-native learners should reach a 
certain proficiency level in the CA. They should be familiar with linguistically 
and culturally appropriate ways to address people, express gratitude, make 
requests, and agree or disagree with someone in a conversation. They need 
to know that learning CA or MSA is more than learning a language code. 
Every language is characterized by the use of conventions that 
distinguish words, phrases, and/or structures that are more suitable for 
writing and others that are more appropriate for speaking. The Arabic 
language is no exception. Therefore, the curriculum should recognize Arabic 
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as a natural human language and as a coherent system with two facets: the 
spoken side which includes the communicative and multifunctional aspect 
used by the Arabic native speakers, and the written side which is the 
language taught in academic forums (MSA). This system includes, thus, two 
sides of the same coin. They are neither separate nor independent from each 
other but complement each other to form a whole system of commu-
nication. However, discarding CA from the school curriculum and adopting 
MSA only would not benefit learners as they will be only partially immersed 
in the Arab culture. In other words, the school should show that even if 
MSA is the language of schooling, it does not mean that speaking CA with 
native speakers in everyday conversation is in any way billeting.  
Non-native speakers must be aware that the use of both MSA and CA 
would enrich their knowledge of the culture and help them behave appro-
priately. To communicate successfully in the target culture, students should 
use the appropriate register to interact with native speakers, namely, the 
dialect. Furthermore, they also need to know that any question or phrase is 
appropriate as long as it does not irritate the listener and this is usually unin-
tentionally done through culturally inappropriate behaviors. During the 
colonial and postcolonial periods, Arab politicians urged the natives to use 
MSA as a form of protest against the colonialists. Adopting Arabization in 
the education system allowed them to convey the essence of Arab-Muslim 
identity. However, despite the political and ideological pressures and the 
State strategies to promote the use of MSA in the Arab society, this variety 
has not made much progress in taking over the essential communicative 
functions found in CA. Dialects have gained more ground in areas in which 
MSA was the language of communication such in TV debates, parliament 
speeches, Friday sermons in mosques, and advertisement. There are Arab 
writers who even write in CA in order to reach a larger audience that they 
would not reach otherwise. 
As a universal phenomenon in the Arabic speaking countries, the 
setting up of what is referred to as Educated Spoken Arabic (ESA) consist 
in mixing the structures of MSA and CA in order to bring them closer to 
each other, as an attempt to bridge the gap between the two varieties or to 
instate a kind of middle of the road principle, hence also the name Middle 
Teaching and Learning the Arabic Language 49 
 
A. CHEKAYRI 
Arabic. Younes (2006: 159-162) defines Educated Levantine Arabic as fol-
lows:  
The colloquial variety used in the Cornell Arabic program can 
be described as educated Levantine Arabic. It is the variety used 
by educated speakers of the Levantine area (Jordan, Palestine / 
Israel, Syria, and Lebanon) when communicating with one 
another and with speakers of other varieties of Arabic. A main 
characteristic of this variety is the spontaneous suppression of 
regionalized features and forms which are not likely to be un-
derstood by speakers of other varieties and inclusion of more 
“standard” forms, such as the suppression of baqa “to be” of 
Palestinian Arabic in favor of kaan, its educated Levantine 
counterpart.  
The dynamics are as follows:  
▪ Extensive borrowing of MSA vocabulary, which is slightly adapted 
to the pronunciation and to the morphology of the colloquial”. 
(Chekayri, 2009 and 2011, Youssi, 2011). 
▪ Inclusion of the MSA vowels in positions used to be empty or filled 
with central vowel [e] in CA. 
▪ Suppression of spontaneous regionalized features. 
▪ Inclusion of more “standard” forms such as “kaan” instead of 
“baqa”. 
At this stage, we conclude this part by pointing out the following 
observations:  
1. Phonological, morphological, phonetic, and lexical differences 
between dialects are natural and intuitive phenomena; they are even neces-
sary, especially taking into account that Arabic dialects are interconnected 
with MSA and are complementary as they help in building a continuum 
multifunctional language. 
2. The border line between a simplified MSA and high CA is flimsy. 
To structure the CA naturally without ideological backgrounds or vested 
interests, one should look for the aspects that unify CA with MSA, rather 
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than focusing on the differences between them.  
3. Conciliation between MSA and CA should seek to ameliorate the 
Arabic language.  
3. Oral discourse in modern technologies: how sounds are 
mapped onto symbols? 
The MSA/CA dichotomy is no longer a taboo and has begun to resurface 
since the 90s. With the advent of modern technologies in the telecommuni-
cations world: mobile telephony, internet, chat, etc., the use of CA as a 
means of communication increased rapidly and was favored in lieu of MSA.  
Unlike Japan and Taiwan, Arab countries have not been able to 
develop common software standards for Arabic computing and telecom-
munications. In the absence of a readily available orthographic standard, a 
number of distinguishable practices have emerged in the spelling of CA. 
Native speakers have resorted to the use of new standards for coding the 
functional phone messages (SMS) written in CA. For example, the pharyn-
geal and guttural consonants have been quickly replaced by other figures in 
the Latin transcription (see Table 1). 
The issues here are: 
▪ In the absence of a standard spelling, what is the role of the 
transcriber? Is s/he supposed to make the reader see what s/he 
hears? 
▪ Can the speaker’s voice be lost in transcription? 
▪ Does the transcription reflect what is phonetically or phonologically 
said? 
▪ How do languages diffuse oral discourse features into written lan-
guage? 
The spelling of CA is usually not standardized and does not have an 
official orthographic system. This leaves writers with the choice of 
employing the standard variety orthography that is most closely related to 
the CA or setting their own spelling standards which fluctuate between com-
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plete phonetic transliterations or mixing phonetic and phonological trans-
literations.  
In the absence of the sounds that are specific to the Arabic language, 
instant messaging (SMS) users developed numerals which are seen as having 
some visual resemblance to the corresponding Arabic letters. Moreover, 
new standards of codification begin to take place and to standardize in SMS 
by using the ASCII code that supports unmodified Roman letters 
(Warschauer et al. 2002). Palfreyman and Al Khalil (2003) show the 










SMS used by 
university 
students Meaning 
H ح 7 el7amdellah Thank God 





T ط 6 6arrash he sent 
S ص 9 a9lan actually 
‘ ء 2 so2al question 
X خ ‘7 bi’7air fine 
Ġ غ ‘3 '3ada lunch 
D ض ‘9 man3ara'9 not shown 
Table 1. Numerals used to represent Arabic sounds. 
The new spaces of use and loci for the intersection and mix of the 
varieties of Arabic —created by technology and socio-historical changes 
that are sweeping across the Arab countries and in which the Arabic lan-
guage is fully involved— cannot be ignored by continuing to think that there 
is indeed a sharp dividing line between MSA and the CA (Cf. Boussofara, 
2011). 
This is only the beginning of a codification although it is still intuitive. 
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This codification is uncontrolled, but it is growing not only in Morocco but 
throughout the Arab world (Palfreyman and Al Khalil, 2003.) Therefore, 
there is a pressing need to standardize the coding system for Arab speakers 
to use CA as a means of written communication. 
4. Orthography as a literacy practice 
Setting conventions for the written language is one means of achieving 
standardization (or quasi-standardization) of the spoken language. Standar-
dization of a colloquial, according to Joseph (1987),  invariably involves mo-
deling the new standard language on an already existing standard. Normally, 
the language that provides this model is the language which already fulfills 
the function of a ‘high’ language in the community (Fergusson, 1959). Thus, 
standardization is usually a process which involves bilingual educated 
individuals who are able to transfer the conventions of the old standard 
spelling to the new one:  
[…] if development of an orthography standards involves a 
transfer of conventions from another, culturally or politically 
dominant language, orthographic decisions necessary involve 
an element of politics. Far from being a neutral process, the 
introduction of orthography —involving as it does an educated 
elite and the choice of a model— always seems to be socially, 
culturally and ideologically charged (Sebba, 2012: 163). 
CA found in transcripts and literature takes a number of different 
forms. It is either phonetically transcribed (Harrell, 1960, 1962, and 1965; 
Abdelmassih, 1973; different colloquial phrasebooks, etc.) or orthographi-
cally transcribed (plays, malHuun poems, driving license reading pack, ads, 
etc.). To better describe this situation, six categories of respellings introdu-
ced in Jaffe (2012: 205) have been adopted in this article to describe the 
spelling specificities of Moroccan Arabic (MA) and the forms it takes: 
1. Eye dialect:  
Nonstandard spellings that do not represent any linguistic variation. They 
are alternate spellings of standard pronunciations: 
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ﺎﺸﻣ (ىﺸﻣ) ﺎﻤﻔﻴﻛ(ﺎﻣ ﻒﻴﻛ) 
2. Allegro forms:  
Nonstandard spellings that represent features of ‘casual’ or informal speech. 
دﺎﺘﺳأ (ذﺎﺘﺳأ) سﺎﻛ (سﺄﻛ) ادﺎﻫ (اﺬﻫ) 
3. Dialect respelling:  
Nonstandard spellings that reflect common phonological features of a 
speech variety. 
وﺪﻨﻋ (هﺪﻨﻋ) ‘he has’, وراد ( راده ) ‘his house’,  وراد (اوراد) ‘they did’. 
4. Prosodic spellings:  
Representations of prosodic patterns indicating stress with extra-long 
vowels درااﺎﺑ (درﺎﺑ) ‘cold’ or long vowels as in تﺎﻐﺑ “she wants”, and ﺎﻣﻮﺘﻧا 
“you” instead of the standard forms ﺖﻐﺑ and ﺎﻤﺘﻧا, respectively. These 
variants are simply ways of indicating the predictable reduction of vowels in 
unstressed syllables. 
5. Homophone spellings:  
Graphic alterations not related to pronunciations. 
Lexical substitutions: for example « يﺘﻴﻐﺒﻛ » ( ﹺﺖﻴﻐﺑ ﻒﻴﻛ) or «يﺸﻠﻛ» ( ﻞﻛ
ﺷئ ) 
Graphemic substitutions: for example <z> for <j> and <s> for <š> 
as in  ةرﺰﺳ“tree”  instead of ةﺮﺠﺷ. 
6. Interlingual spellings:  
Phonetic spellings of loanwords from French according to native Arabic 
orthographic rules: 
Moroccan Arabic ﺎﺘ�كﻴﻧﻮﻜﹾﺗ جرﺎﺷور ﻞﺑود ﻞﺒﻳﺮﺗ نﻮﻴﺴﻜﻧﻮﻛ 
French connecter recharge double triple connexion 
Table 2. Phonetic spellings of loanwords from French. 
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Used mainly by linguists, the Latin alphabet serves for discussing 
phonological issues where it is difficult to explain certain phenomena using 
the Arabic alphabet. However, from a pedagogical point of view, different 
accents make authors respell very inconsistently, i.e.  ،يﻧﺎ�ﺼﺧ ،يﻨﺻﺎﺧ ،يﻨ�ﺼﺧ
يﻨ�ﺻﺎﺧ ‘I need’. Inconsistency in spelling will be taken as a sign of lack of 
control over a medium of expression (cf. Sebba, 2012: 217.) However, 
different texts and ads show that the authors have a mastery of both MSA 
and MA. The reader who is not familiar with MA will find difficulty under-
standing the texts if the nonstandard spellings give attention to colloquial 
accent. 
In addition, various transliteration systems have proven to be con-
fusing for those who have studied MSA (non native speakers). Respellings 
act as surrogates for full or partial transcriptions that would be either too 
burdensome on the transcriber, too inaccessible to the reader, or too visually 
distracting (Jaffe, 2012: 215).  
The choice of the Latin alphabet presupposes that MA is independent 
from MSA and, therefore, implies that there is no link between the two. 
Furthermore, learners/speakers of MA cannot use their previous Arabic or-
thography learning experience of MSA. From a linguistic and cultural point 
of views, the learner is neither introduced to the culture (Arabic calligraphy 
in the Arab-Islamic art and architecture) nor to the Arabic orthography 
which identifies Arabs. It goes without saying that street signs, and signs 
used in train and bus stations, and/or price tags are not written in trans-
literation. In terms of proficiency, the learner cannot attain the educated 
colloquial speech.  
Learning to read puts a premium on the prescriptive learning of 
spelling. However, divergence from standard spelling is often perceived as 
an indicator of low intelligence, illiteracy, or lower class standing.  
Words from other languages, i.e. French and Spanish, may be adopted 
without being adapted to the spelling system. Non-standard spellings are 
often adopted after extensive common usage, and different meanings of a 
word or a homophone may be deliberately spelled in different ways to diffe-
rentiate them visually.  
Teaching and Learning the Arabic Language 55 
 
A. CHEKAYRI 
An orthographic system is a standardized system for using a particular 
writing system (script) to allow members of a given linguistic community to 
write more or less exactly the composition of utterances. Most significant 
languages have developed a standard orthography, often based on a 
standard variety of the language, and thus exhibiting less colloquial spoken 
variation. Sometimes there may be variation in a given language orthogra-
phy, as between American and British spelling in the case of English.  
The writing systems are conventions which link sounds and their res-
pective symbols. But for each sound we may find various spelling patterns 
used to denote it. The sound [š = sh] can be written in various ways in 
English.  
sh ti Ci ssi si ss ch s 
shin nation special mission expansion tissue machine sugar 
Table 3. Sound [š = sh] in some of its various spelling correspondences. 
To shed some light on understanding the shift from a spoken variety 
to a written standard orthography, this section of the paper will focus on 
how students of English as a Foreign Language master the English language 
orthography, and how English language teachers help students acquire the 
sounds and their different spellings. 
5. The shift from a spoken variety to a written standard ortho-
graphy  
Second grade students are introduced to the letter/sound relationships, spel-
ling patterns and to high frequency words. By the end of the first quarter, 
they are expected to recognize beginning consonant clusters, identify words 
with long and short vowels sounds, learn a variety of word patterns and 
learn high frequency words. 
To see this in practice, second grade students at Al Akhawayn School 
of Ifrane in Morocco (a school that adopts the US teaching system) are given 
a list of high frequency words. Each week, students are required to learn the 
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orthography of about twelve words. At the end of the week, the instructor3 
tests students in class on the spelling of words given before. Column 1 
consists of words to be learned, columns 2 to 6 are the students enrolled in 
the class4. When the pupil’s attempt is correct, the answer is checked; 
otherwise, the substitution is written in front of the word.  
 Student 1 Student 2 Student 3 Student 4 Student 5 
1. All  √ ole √ √ 
2. Am an √ √ √ √ 
3. Away awy awy √ √ √ 
4. Back √ √ bak √ √ 
5. Be √ bee √ √ √ 
6. Because becaus becuse beaucs √ becase 
7. Been bene √ beau ben ben 
8. Before befor beffor befar befor befor 
9. But √ √ bat √ √ 
10. By bie buy √ √ buy 
11. came cane √ √ √ √ 
12. Can kene √ √ cane √ 
13. Come √ came √ √ √ 
14. Could √ coud cood cood code 
15. Do bo dou dood doo √ 
16.Don’t √ dont dont downt √ 
17.For √ four four √ √ 
18.From √ √ frome √ frome 
19.Get √ gete √ √ √ 
20.Going √ √ √ √ √ 
21.Had √ √ Hade hade √ 
22.Has √ √ √ hase √ 
23.Have hav √ √ √ √ 
3 I am thankful to Mrs. Tanya Knapp, who generously provided me with samples of the 
students’ performance in spelling English words and what strategies she used to remedy 
their spellings. 
4 Seven students are enrolled in the class. As we do not have the complete results of two 
students who were absent either in the first test or in the post spelling test, we based our 
research on the spelling performance of five students whom we have their both results.  
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 Student 1 Student 2 Student 3 Student 4 Student 5 
Misspelled 
words  
10 11 12 8 6 
% of errors 43.47% 47.82% 52.17% 34.78% 26.08% 
Table 4. Second grade student’s practice at Al Akhawayn School (Orthography). 
The most prominent type of spelling error among these students is 
phonetic. A difference should be made between ‘accent’ and ‘vocalic length’. 
The words: “for”, “could”, “been”, are written either with long vowels when 
they are short, or short when they are long vowels /cood/ instead of 
/could/, /ben/ instead of /been/. In these cases, the accent factor influen-
ces the spelling error patterns. Students again rely on phonological spelling. 
This result indicates that the reliance on lexical orthographic knowledge was 
not sufficient to enable successful spelling (Abu-Rabia, 2006). 
While the standard spelling system coaches students to write the 
words in the same way regardless of the variety, the standard spelling forces 
them to pay attention to the pronunciation and to write the words as they 
hear them with respect to the standard spelling that is accepted by all the 
native users of the English language. In the last week of the school quarter, 
students sat for a re-spelling exercise for what was covered in the quarter to 
assess students’ progress in the listening skills as well as in the spelling 
competence. The following table shows the spelling result reached by the 
end of the first quarter. 
 Student 1 Student 2 Student 3 Student 4 Student 5 
1. All √ √ √ √ √ 
2. Am √ √ √ √ √ 
3. Away √ √ √ √ √ 
4. Back √ bake √ bac √ 
5. Be √ √ √ √ √ 
6. Because √ √ √ √ √ 
7. Been √ √ √ bine ben 
8. Before √ √ befor befor √ 
9. But √ √ bat √ √ 
10. By √ buy √ √ bi 
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 Student 1 Student 2 Student 3 Student 4 Student 5 
11. came √ √ √ √ √ 
12. Can √ √ √ √ √ 
13. Come √ √ √ √ √ 
14. Could √ cloud cood cood √ 
15. Do √ √ √ √ √ 
16.Don’t √ √ √ √ √ 
17.For √ √ √ √ √ 
18.From √ √ √ √ √ 
19.Get √ √ √ √ √ 
20.Going √ √ √ √ √ 
21.Had √ √ √ √ √ 
22.Has √ √ √ √ √ 
23.Have √ √ √ √ √ 
Misspelled 
words 
0 3 2 4 2 
% of errors 0% 13.04% 8.69% 17.39% 8.69% 
Table 5. Second grade student’s practice at Al Akhawayn School (Orthography – Spelling result). 
This spelling accuracy indicates the smooth transition of students 
from the phonological stage to a more direct visual-orthographic stage. The 
result of learning a different writing system shows the high accuracy scores 
for reading words toward the end of Grade 2 earned in the first quarter. 
These results are very encouraging. They provide an insight of how En-
glish speaking schools deal with the pronunciation of English and how to 
spell the words correctly despite the complexity of regional variations and 
spellings.  
The increase of non-standard spelling in writing CA in Morocco and 
in the Arab World can be resolved by resorting to the experience in other 
languages such as English; instead of reinventing the wheel, we can easily 
adopt the same strategy used in English to standardize the spelling of the 
mother tongue. 
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6. Literary works in CA 
There is an internal conflict regarding the linguistic mismatches between the 
acts of speaking and writing. The mismatch between the narratives in literary 
writing, expected to be in MSA and the dialogues, written in colloquial 
language, is the result of the nature of bilingualism known in the Arab world. 
This has made the linguistic strategic choices for writing texts and dialogues 
more difficult in that the writer wants to stick to the linguistic reality and to 
adhere to the prescribed rules of eloquence. Would Arabic speakers and 
writers accept these double standards? Should they reproduce the linguistic 
situation as it is and support it in their writings? What options are available 
to Arabic speakers and writers in this linguistic context? 
This conflicting situation has pushed the researcher Eid (2002) to 
analyze the writing language in the stories by female Egyptian writers. She 
started from the premise that women's speech is more informal and col-
loquial than that of men, and concluded that the conflict between standard 
and colloquial varieties becomes more apparent in the language used in 
dialogues, which is expected to reflect the linguistic reality. 
In the last four years, the dichotomy between narrative and dialogue 
language has taken on a new dimension, especially after the publication of a 
number of works in CA that the public seemed to appreciate more. 
This is the case of Morocco, where many literary works have been 
translated into MA such as Le Petit Prince of Saint Exupéry by Youssi (2009) 
and the publication of many works written in MA, for example, the collec-
tion of short stories "بﺎﻨﻟا ﺐﻴﻗﺮﻘﺗ" by Alami (2009), which reflect different 
Moroccan daily life situations. 
From Egypt, the novel ﻮﺠﺗأ ةﺰﻳﺎﻋز  by Ghada Abdel Aal (2008), 
ššuruuq@blogger, has exceeded all expectations. This book has been re-
leased in a series of blogs in ššuruuq@blogger which publishes only refined 
Arab Blogs. It is a book that combines irony and a youth-oriented realism 
about a girl who desperately wants to marry. The book presents the ad-
ventures of this girl with different fiancés to-be. 
Although the book / Blog is written in CA, Ghada Abdel Aal was able 
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to pass her message and succeeded in conveying the story of many women 
in a realistic fashion, thus attracting the attention of many readers who ad-
mired her new style which is frank, direct, and even more daring. This 
success has brought many sympathizers with this new kind of writing 
including those who initially resisted this stark frankness practice. Now 
those people have begun to find logical justification for writing in CA and 
defend it as is evidenced in the messages published by some readers to the 
blog’s writer such as: “Although I do not support publication in CA, I find 
that this book would have lost its meaning if it had been written in other 
variety besides Egyptian Arabic”. The second comment says: “although I do 
not like reading in colloquially Arabic, this book would not have been very 
pleasing had it been written in another language besides Egyptians Arabic”. 
The third comment says: “I do not tend to read books and stories written 
in CA, but I will read anything written by this writer”5. The differentiation 
between narrative language and dialogue is no longer valid after the 
publication of these books in local dialects. It is from this new state of affairs 
that the border between narrative language and dialogue has become blurred 
(Eid, 2002). 
7. Soap-operas in Arab television 
In the Arab world, CA has in general gained higher status because dubbing 
is no longer confined to MSA, but many films and soap-operas as well as 
cartoons have been dubbed in CA. The media have contributed significantly 
in this new shift in the sociolinguistic context to the extent that it no longer 
bothers a large proportion of Arab citizens, especially women in the home. 
In the last ten years, Arabic-speaking channels have witnessed a 
technical revolution in the dubbing of many foreign films in CA (especially 
Levantine, Egyptian, and Moroccan) to the extent that some non-educated 
Arabic speakers think that the official language of Mexico, or Brazil is CA. 
In early 90s, the second Moroccan TV channel 2M started to broad-
cast Mexican and Italian soap-operas, and in the last three years it has added 
films productions imported from Turkey, Japan, Korea, and India. The 
5 http://www.goodreads.com/book/show/3490939 
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Moroccan TV no longer broadcasts these films and documentaries in 
Egyptian or Syrian Arabic dialects as it used to, but it uses MA dialect to 
reach a larger audience. Moreover, even subtitles are now written in MA, 
instead of the default MSA. This new practice has been widely accepted by 
the Moroccan public as evidenced by the Assistant Director in the Direc-
torate of News Channel 2M, Reda Benjelloun, who states: "We are the only 
public channel that does not receive subsidies from the state, and how can 
we guarantee funding for our programs if we did not broadcast these works 
in MA to have a high viewership and thus bring more advertisements?” 6. 
The new paradigm shift that Moroccan domestic productions in MA 
have known lies in the translation of the dialogues in foreign languages  into 
the MA. The film ﺎﺒﺣﺮﻣ, or  ﻮﻤﻴﺣر  or Toubkal, a tourism documentary 
broadcast on channel 2M, demonstrates the new status that Moroccan 
dialect has acquired in the Moroccan media. 
The following is a sample from the Moroccan movie ﻮﻤﻴﺣر (2M) 
produced in 2006 by Ismail Saidi. 
  
8. CA in advertizing 
Despite the legal restrictions imposed on advertising agencies to use an 
appropriate language, these have created a new language which, instead of 
strengthening the Arabic language, has become what many think as a 
‘parasite’. 
Commercial advertising reinforces the negative impact on the lan-
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MA pronunciation as if they intentionally -or unintentionally- would like to 
contribute to the consolidation of foreign vocabulary in MA and accelerate 
its use among Moroccans. 
 
The use of MA as the language of advertisement, in posters and 
billboards across the country, has raised the following questions: 
1. If spoken MA is supposed to be understood by both educated and 
non-educated Moroccans, it is, expected that only educated 
Moroccan are able to read it. If so, what is the purpose of using MA 
in advertisements? Isn’t the visual part of the ad enough to reinforce 
the message? 
2. If the high illiteracy rate dictates the kind of language publicity to be 
used, then the language of advertizing should be MA as it is closest 
to the less educated citizens in Morocco.  
3. Why is it difficult for Moroccans to understand MSA, the language 
they use to memorize the Quran, and to perform the religious 
rituals?  
4. Is the knowledge of the less educated Moroccans limited to Arabic 
script only and does not include the decoding of publicity messages 
in MSA?  
5. Does the learner only know the Arabic script and thus needs the 
ﺎﻄكﻴﻧﻮﻜﺗ  connecter 
نﻮﻴﺴﻜﻧﻮكﻟla connexion  
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message to be in the dialect variety for him/her to understand its 
contents? 
6. If the writing of the MA does not follow the spelling rules of MSA, 
is it not wise to bring it closer to MSA instead of making it a different 
language that bears no relationship with MSA? 
7. Don’t spelling errors in advertisement reinforce these errors in the 
mind of the receiver and only make matters worse to learn the rules 






Why is it that "يﺸﻟﻮﻛ" / "يﺸﻠﻛ"  are written differently while the same 
word is written as follows: ﺷ ﻞﻛ"ﺊ" ? 
The following advertisement includes two sentences, one of them is 
written correctly "ﺔﻴﻨﻃﻮﻟا تﺎكﺒﺸﻟا ﻊﻴﻤﺟ ﻮﺤﻧ" and the other one is written 
without following any spelling rules "ﺪﻴﻌﺑ ﺎﺸﻣ ﻚﻴﻟ" instead of the correct 




The questions raised are: What purposes does it serve to write in MA 
and MSA in the same advertisement? Is there a spelling formula specific for 
the educated and one for the less educated Moroccans? Doesn’t writing CA 
using different spellings from those used in MSA only create a gap between 
the two? What interest does the non-standard spelling serve? 
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The first one contains eleven words. Except for the interrogative 
particle "شاو", the other ten other words are in MSA. The question that 
springs to mind is: Isn’t the message be written in simplified MSA as follows: 
 ﺗﻮﮭﺸﺑ يراد ﻲﻨﺒﻧ ﻲﻋﺎﻤﺘﺟﻻا ﻦﻜﺴﻟا ﻦﻤﺜﺑ ،ةﺮھﻮﺟ ﺔﺋﺰﺠﺗ ﻲﻓ ؟كرﺎﺒﺧا ﻲﻓ شاوﻲ. 
The second sentence contains seven words which they could had been 
written as follows: 
 مﻮﻠﻌﻣ ! ﻂﯿﺨﻟا ﻲﻓ ةﺮھﻮﺟ ﻦﻣ ﻦﺴﺣأ ﻂﯾﺎﺤﻟا ﻲﻓ ةﺮھﻮﺟ. 
9. Integrative approach 
The new generation of textbooks that supports an integrative ap-
proach should be aware of the challenges of integrating CA which has no 
standard spelling and the MSA which does not respond to the learner’s daily 
functional needs. For this, curricula developers should take into considera-
tion the absence of authentic standard written materials, and the instructors’ 
inconsistencies in writing CA. This inconsistency widens the already existing 
gap between the two varieties (MSA and CA). Practitioners, as Boussofara 
(2011)7 argued, expressed the need: 
[…] to investigate, examine thoroughly, and define clearly their 
7 Lecture presented in the panel on “Bridging the gap between MSA and Arabic dialects in 
the Teaching of Arabic as a Foreign Language” at the Middle Easter Studies Association’s 
2011 annual meeting, Washington DC. 
١.  ﻦكﺴﻟا ﻦﻤﺜﺑ ،ةﺮﻫﻮﺟ ﺔﺋﺰﺠﺗ يﻓ ؟كرﺎﺒﺨﻓ شاو
.يﺗﻮﻬﺸﺑ يراد يﻨﺒﻨﻛ يﻋﺎﻤﺘﺟﻻا 
 
٢.  ةﺮﻫﻮﺟ ﻦﻣ ﻦﺴﺣ ﻂﻴﺤﻟﺎﻓ ةﺮﻫﻮﺟ ،مﻮﻠﻌﻣ
.ﻂﻴﺨﻟﺎﻓ 
Teaching and Learning the Arabic Language 65 
 
                                                          
A. CHEKAYRI 
understanding of the mechanisms, processes, and strategies 
whereby educated speakers of Arabic shift swiftly between 
linguistic codes, cultural and social norms and appropriateness, 
taking into consideration their own proficiency, the interlocutor 
or audience, the social setting, the topic, among many other 
factors, to either blend formality with informality or keep them 
separate. 
The dramatic changes spurred by the media have offered more fluid 
and less demarcated arenas of use of either variety. Following Boussofara 
(2011), the major question that needs an answer is: Is the integrative 
approach allowing the learner to be able to do with Arabic what they can do 
with French, Italian, Spanish, or German when learned as a foreign lan-
guage, e.g. (to order a meal, to request services in a bank, a hotel, or a hos-
pital)? 
The remaining challenges one needs to pay particular attention to are: 
▪ Lack of authentic materials written in the dialect (Juha stories are 
not functional unless the learner uses Juha’s tricks with native 
speakers). 
▪ As we bridge the gap between the two, CA and MSA functions will 
not be confusing native and non-native speakers of Arabic.  
▪ Arabic speakers need to listen to other dialects and search for the 
linguistic commonalities between these dialects, and try to 
understand each other instead of claiming that their dialect is closer 
to MSA. 
10. Conclusion  
In this paper we have recommended and explained the reasons why CA 
must stay as close as possible to the MSA orthographic system with respect 
to MA specificities. Language planners need to make increasing efforts to 
reach a consensus in adopting and codifying the Middle Arabic, which 
unifies and represents all linguistic differences. This means that an evalua-
tion of phonemic, morphological, phonological, and lexical differences 
between dialects is needed. A progressive process of standardization should 
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take into account three aspects: 1) the proximity of the standardized Middle 
Arabic to the native speaker’s main dialect; 2) the identification of the native 
forms to standardize in terms of the needs, the frequency, and the socio-
cultural impact on the community; 3) the reinforcement of a homogenous 
corpus, leaving enough room for variations (Boukous, 2003). 
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 واﻟﻔﺼﺤى ﻓي اﻟﺼﻒ: أﺻﺪاء ﺗﺠﺎرب ﻓي اﻟﺠﺎﻣﻌﺔ اﻹﺳﺒﺎﻧﻴﺔ
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 ﺗﻘﺪﻳﻢ .١
ﺗﺘﻨﺎول ﻫﺬه اﻟﻤﺪاﺧﻠﺔ ﺑﺎﻗﺘﻀﺎب ﺷﺪﻳﺪ ﻣﺤﺎوﻟﺔ ﺗﺠﺮﻳﺒﻴﺔ أﺟﺮﻳﺖ ﻓي إﺣﺪى اﻟﺠﺎﻣﻌﺎت 
اﻹﺳﺒﺎﻧﻴﺔ ﻣﻦ أﺟﻞ ﺗﻄﺒﻴﻖ ﻣﺎ أﻃﻠﻖ ﻋﻠﻴﻪ "اﻟﻤﻘﺎرﺑﺔ اﻟﻤﺘﻜﺎﻣﻠﺔ" ﻛﻤﺎ ﻧﻈﺮ ﻟﻬﺎ وﻃﺒﻘﻬﺎ ﻓي 
اﻟﻮﻻﻳﺎت اﻟﻤﺘﺤﺪة اﻷﺳﺘﺎذ ﻣﻨﺬر ﻳﻮﻧﺲ وﻣﺤﻤﻮد اﻟﺒﻄﻞ  وﻏﻴﺮﻫﻤﺎ ﻣﻦ اﻷﺳﺎﺗﺬة اﻟﺮواد. 
ﻓﻴﺨﻠﺺ ﻫﺬا اﻟﻤﻘﺎل إﻟى أن ﻧﺘﺎﺋﺞ ذﻟﻚ اﻟﻤﺴﻌى ﻟﻢ ﺗﺄت داﺋﻤﺎ ﺑﺎﻟﺜﻤﺎر اﻟﻤﺮﺟﻮة ﺑﻞ زادت 
ﺗﻴﺎﺣﻬﻢ اﻟﺘﻘﻠﻴﺪي اﻟﺘﻘﻠﻴﺪﻳﻲ ﻟﻠﻤﻨﺎﻫﺞ واﻷﺳﺎﻟﻴﺐ واﻟﻤﻘﺮرات ﻣﻦ ﺣﻴﺮة اﻟﻄﻠﺒﺔ وﻋﺪم ار
اﻟﻤﺘﺒﻌﺔ ﻋﺎدة ﻓي ﻣﺠﺎل ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻓي ﺟﺎﻣﻌﺎت إﺳﺒﺎﻧﻴﺎ وﻣﻌﺎﻫﺪﻫﺎ اﻟﻌﻠﻴﺎ. وإن ﻛﺎﻧﺖ 
اﻟﺠﻬﺔ اﻟﻤﺸﺮﻓﺔ ﻋﻠى اﻟﻌﻤﻠﻴﺔ ﻗﺪ أﺧﺬت ﺑﺎﻟﺤﺴﺒﺎن أوﻟﻴﺎت اﻟﻄﻼب ودواﻓﻌﻬﻢ وﺣﻮاﻓﺰﻫﻢ 
ﺗﻬﻢ وﻣﻮاﻗﻔﻬﻢ اﻟﺸﺨﺼﻴﺔ واﻟﺠﻤﺎﻋﻴﺔ ﻣﻦ اﻟﻤﺎدة ﻋﻠى ﺗﻌﻠﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ، ﺑﺎﻹﺿﺎﻓﺔ إﻟى ﺗﻄﻠﻌﺎ
اﻟﻤﻌﺮوﺿﺔ ﻋﻠﻴﻬﻢ، ﻓﺈن ﺗﻄﻮر اﻷﺣﺪاث ﻓي اﻟﻘﺎﻋﺔ واﻧﻌﻜﺎﺳﺎﺗﻬﺎ ﻋﻠى ﺳﻴﺮورة اﻟﻌﻤﻠﻴﺔ 
اﻟﺘﺪرﻳﺴﻴﺔ ﺣﻤﻠﺖ اﻻﺳﺘﺎذ اﻟﺴﺎﻣي ﻋﻠى ﺗﺤﻠﻴﻞ ﻋﺪد ﻣﻦ اﻟﺮﻛﺎﺋﺰ اﻟﻌﻤﻠﻴﺔ اﻟﺘي ﻣﻦ ﻣﻔﺘﺮض أن 
ﻟﻠﻤكﺘﻮب  ﺗﻘﻮم ﻋﻠﻴﻬﺎ أﺳﺲ ﻟﻠﻤﻨﻬﺞ اﻟﻤﺘﻜﺎﻣﻞ، ﻓي ﻣﻘﺪﻣﺘﻬﺎ ﺗﺨﺼﻴﺺ اﻟﻠﻐﺔ اﻟﻔﺼﺤى
واﻟﻠﻐﺔ اﻟﻤﺤكﻴﺔ ﻟﻠﻤﻨﻄﻮق. ﻓﺎﻧﻄﻼﻗﺎ ﻣﻦ ﻧﻘﻄﺔ اﻟﺒﺪاﻳﺔ ﺗﻠﻚ اﻧﺘﻘﻞ إﻟى ﺗﺴﺎؤﻻت أﺧﺮى ﻣﻦ 
ﺿﻤﻨﻬﺎ ﻫﻞ ﻳﻤكﻦ اﻋﺘﺒﺎر اﻟﻔﺼﺤى واﻟﻌﺎﻣﻴﺔ وﺟﻬﻴﻦ ﻟﻌﻤﻠﺔ واﺣﺪة ﺑﻌﺪ إﺟﺮاء ﻫﺬه اﻟﻘﻄﻴﻌﺔ 
اﻟﺘﺎﻣﺔ ﻋﻠى ﺻﻌﻴﺪ اﻟﻤﻬﺎرات اﻟﻤﺨﺼﺼﺔ ﻟكﻞ ﻣﻨﻬﻤﺎ،وﻣﺎ ﻫي اﻟﻤﺠﺎﻻت اﻟﺤﻴﻮﻳﺔ اﻟﺬاﺗﻴﺔ اﻟﺘي 
ﺎ وﺗﺘﻤﺎﻳﺰان ﻓﻴﻤﺎ ﺑﻴﻨﻬﻤﺎ، زﻳﺎدة ﻋﻦ ﻣﺠﻤﻮﻋﺔ أﺧﺮى ﻣﻦ اﻟﺠﻮاﻧﺐ ذات اﻟﻌﻼﻗﺔ ﺗﺸﺘﺮﻛﺎن ﻓﻴﻬ
اﻟﻌﻀﻮﻳﺔ ﺑﺎﻟﻘﻀﻴﺔ. وﻣﻤﺎ ﺿﺎﻋﻒ ﻣﻦ ارﺗﺒﺎك اﻻﺳﺘﺎذ اﻟﺤﺎﺿﺮ اﻟﻐﺎﺋﺐ أن ﺗﺴﺎؤﻻﺗﻪ وﺗﺤﻠﻴﻼﺗﻪ 
اﻟﺘﻜﺎﻣﻠﻴﺔ واﻟﺘﻔﺼﻴﻠﻴﺔ  ﻟﻢ ﺗﻘﺪه إﻟى ﺑﺮ اﻷﻣﺎن  ﺑﻞ ﺳﺎﻋﺪت ﻓي ﺑﻌﺜﺮة ﺷكﻮﻛﻪ، اﻷﻣﺮ اﻟﺬي 
اﺋﻪ اﻟﻤﺒﺪﺋﻴﺔ ﻓي ﻣﺎ ﻳﺨﺺ ﻣﺜﻞ ﻫﺬا اﻟﻤﻨﻬﺞ اﻟﺘﺪرﻳﺴي. وﺟﺰء ﻣﻦ اﺿﻄﺮه إﻟى إﻋﺎدة ﻣﻌﺎﻟﺠﺔ آر
ﺎﻹﺷﺎرة إﻟى أن ﻣﺎ أورده ﻫﻨﺎ ﻻ اﻟﺤﺪﻳﺚ ﻋﻨﻪ ﺑ ﻫﺬه اﻟﺘﺄﻣﻼت ﻫﻮ ﻣﺎ ﻳﺘﻮﺧى ﺻﺎﺣﺐ اﻟﻌﻼﻗﺔ
اﻷوﻟي ﻳﻤﻬ�ﺪ ﻟﻔﺤﺺ أﻛﺜﺮ ﺗﺪﻗﻴﻘﺎ ﺳﺘﺘﺒﻴ�ﻦ ﻓﺼﻮﻟﻪ ﻋﻨﺪﻣﺎ  ﻳﻌﺪو أن ﻳﻤﺜﹼﻞ ﺿﺮﺑﺎﻣﻦ اﻟﺘﻘﻴﻴﻢ
 ﺗﻜﺘﻤﻞ ﻣﺮاﺣﻞ اﻟﺘﺠﺮﻳﺐ اﻟﺘﻄﺒﻴﻘي.
 ﺎﻃﺎﻫﺎ ﻓي اﻟﻤﺆﺳﺴﺎت اﻟﺘﻌﻠﻴﻤﻴﺔ اﻟﺠﺎﻣﻌﻴﺔ؟أي ﻟﻐﺔ ﻧﺘﻌ .٢
ﺗﺸﻬﺪ اﻟﻤﺆﺳﺴﺎت اﻟﺠﺎﻣﻌﻴﺔ اﻟﻐﺮﺑﻴﺔ ﻣﻨﺬ ﻓﺘﺮة ﻣﻦ اﻟﺰﻣﻦ ﻧﻘﺎﺷﺎ ﻣﺴﺘﻤﺮا ﺣﻮل ﺳﺒﻞ ﺗﻘﺮﻳﺐ 
 17 ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ وﺗﻌﻠﻤﻬﺎ
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اﻟﻤﺒﺎﺷﺮ ﻣﻊ اﻟﻨﺎﻃﻘﻴﻦ ﺑﺎﻟﻌﺮﺑﻴﺔ. وﻟﻤﺎ  اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ إﻟى اﻟﻄﻼب وﺗﻤكﻴﻨﻬﻢ ﻣﻦ اﻟﺘﻮاﺻﻞ
ﻏﻴﺮﻫﺎ ﻓﺈن  ﻣﻬﺎرة اﻟﺤﺪﻳﺚ ﻗﺒﻞ اﻟﺘﻤكﻦ ﻣﻦأﺻﺒﺤﺖ أوﻟﻮﻳﺎت اﻟﻄﺎﻟﺐ اﻟﻐﺮﺑﻲ اﻟﻤﻌﺎﺻﺮ 
ﻗﻀﻴﺔ اﻻزدواﺟﻴﺔ اﻟﻠﻐﻮﻳﺔ ﻓي اﻟﻌﺎﻟﻢ اﻟﻌﺮﺑﻲ ﻟﻢ ﺗﻠﺒﺚ أن أﻟﻘﺖ ﺑﻈﻼﻟﻬﺎ ﻋﻠى اﻟﻤﺸﺎرﻳﻊ اﻟﺘي 
ﺗﻬﺪف ﻣﻨﺬ ﺑﻀﻌﺔ ﻋﻘﻮد إﻟى ﻋﺼﺮﻧﺔ ﻣﻨﺎﻫﺞ ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ واﻟﺘﺤﺮر ﻣﻦ اﻟﻌﻘﻠﻴﺔ اﻟﻘﺪﻳﻤﺔ. 
 وﻛﺎﻧﺖ اﻷﺧﻴﺮة ﺗﻌﺪ اﻟﻘﻮاﻋﺪ اﻟﻨﺤﻮﻳﺔ اﻟﻌﻤﻮد اﻟﻔﻘﺮي ﻟﻸﺳﺎﻟﻴﺐ اﻟﺘﺪرﻳﺴﻴﺔ ﻟﺪرﺟﺔ أن دور
 اتاﻹرﺷﺎداﻷﺳﺘﺎذ اﻧﺤﺼﺮ ﻓي ﺗﻠﻘﻴﻦ اﻟﻄﻠﺒﺔ أﺻﻮل اﻹﻋﺮاب واﻟﺼﺮف وإﻋﻄﺎﺋﻬﻢ ﺑﻌﺾ 
ﻓﻴﻤﺎ ﻳﺘﻌﻠﻖ ﺑﻘﺮاءة اﻟﻨﺼﻮص اﻟﻘﺪﻳﻤﺔ. وﻛﺎن ﻣﻦ اﻟﻤﺄﻟﻮف أن ﻳﻌﺠﺰ اﻷﺳﺎﺗﺬة أﻧﻔﺴﻬﻢ ﻋﻦ 
إﺟﺮاء ﺣﻮار ﺑﺴﻴﻂ ﺑﺎﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ. وﻟﻢ ﺗﺨﻞ اﻟﺴﺎﺣﺔ ﻣﻤﻦ ﺑﺮرﺛﻐﺮاﺗﻪ اﻟﺸﻔﻮﻳﺔ ﺑﺎﻟﻘﻮل ﺑﺄن 
ﺎﻟﺘﺤﺠﺞ ﺑﻨﻮﻋﻴﺔ اﺧﺘﺼﺎﺻﻬﻢ اﻟﻌﻠﻤي اﻟﻤﺒﻨي ﻋﻠى ﻗﺮاءة اﻟﻨﺼﻮص "اﻟﻌﺮﺑﻴﺔ ﻟﻐﺔ ﻣكﺘﻮﺑﺔ" أو ﺑ
–اﻟﻘﺪﻳﻤﺔ )اﻟﻤﺨﻄﻮﻃﺎت( وﺗﺄوﻳﻠﻬﺎ واﻧﻌﺪام اﻟﺤﺎﺟﺔ إﻟى اﻟﺘﻮاﺻﻞ ﻣﻊ أي ﻣﻦ اﻟﻨﺎﻃﻘﻴﻦ ﺑﻬﺎ 
واﻟﻤﻔﺎرﻗﺔ أﻧﻬﻢ ﻟﻢ ﻳكﻮﻧﻮا ﻳﺘﻘﻨﻮن اﻟﻌﺮﺑﻴﺔ ﻛﺘﺎﺑﺔ وﺗﺤﺮﻳﺮا رﻏﻢ ﻛﻮﻧﻬﺎ "ﻟﻐﺔ ﻗﻠﻢ وﻗﺮﻃﺎس" ﻣﺜﻠﻤﺎ 
ﻣﻴﺔ ﺧﺎرج ﻫﺬه اﻟﻤﻌﺎدﻟﺔ ﺑﺎﻋﺘﺒﺎرﻫﺎ ﻋﻨﺼﺮا ﻏﺎﺋﺒﺎ ﻻ . وﺑﻄﺒﻴﻌﺔ اﻟﺤﺎل ﻛﺎﻧﺖ اﻟﻌﺎ-ادﻋى اﻟﺒﻌﺾ
ﻳﻌﺪ ﺑﻪ. وﻟﺬﻟﻚ أﺧﺮﺟﺖ اﻟﺠﺎﻣﻌﺔ )وﻟﻨﺤﺼﺮ اﻷﻣﺮ ﻓي اﻹﺳﺒﺎﻧﻴﺔ ﻋﻠى اﻷﺧﺺ� ﺗﻔﺎدﻳﺎ ﻣﻨﺎ 
ﻟﻠﺘﻌﻤﻴﻢ وإﻟﺼﺎق ﺟﺎﻣﻌﺎت أوروﺑﻴﺔ أﺧﺮى ﺑﺎﻟﺮذﻳﻠﺔ( دﻓﻌﺎت ﻛﺜﻴﺮة ﻣﻦ اﻟﻄﻠﺒﺔ ﺗﺠﻴﺪ اﻟﻘﻮاﻋﺪ 
ذا ﺗﻼﻫﺎ ﻓﻌﻞ ﻣﻀﺎرع ﻣﺠﺰوم أو اﻟﻨﺤﻮﻳﺔ وﺗﻌﺮف ﺣﻖ اﻟﻤﻌﺮﻓﺔ اﻟﺘﻤﻴﻴﺰ ﺑﻴﻦ وﻇﻴﻔﺘي "ﻟﻤﺎ" )إ
ﻓﻌﻞ اﻟﻤﺎﺿي( وﺗﺒﻠي ﻛﺬﻟﻚ ﺑﻼء ﺣﺴﻨﺎ ﻓي اﻟﺘﻌﺎﻃي ﻣﻊ أﻣﻬﺎت اﻟكﺘﺐ. وﻟكﻨﻬﺎ أﻳﻀﺎ 
اﻟﺪﻓﻌﺎت اﻟﺒﺌﻴﺴﺔ اﻟﺘي ﺗﻌﺎﻧي اﻷﻣﺮﻳﻦ ﻛﻠﻤﺎ ﺣﻞ� أﻓﺮادﻫﺎ ﻓي ﺑﻠﺪ ﻋﺮﺑﻲ ﻓﻴﻀﻄﺮون ﻟﻠﺘﻮاﺻﻞ 
 ﻣﻊ اﻟﻨﺎس.
م وﻟكﻦ اﻷوﺿﺎع ﺷﻬﺪت ﺗﻐﻴﺮا ﻣﻠﺤﻮﻇﺎ ﻓي اﻟﻌﻘﻮد اﻟﻤﺎﺿﻴﺔ ﺑﻌﺪ أن ﺗﻤكﻨﺖ أﻗﺴﺎ
اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ اﻟﺤﺪﻳﺜﺔ، وﻣﻌﻬﺎ ﻣﺪراس اﻟﻠﻐﺔ وﻣﻌﺎﻫﺪﻫﺎ اﻟﺮﺳﻤﻴﺔ، ﻣﻦ اﻟﺘﺨﻠﺺ ﻣﻦ اﻟﻌﻘﻠﻴﺔ 
اﻟﺤﺪﻳﺚ ﺑﺎﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻋﻠى  إﺟﺎدةاﻟﻘﺪﻳﻤﺔ ﻓﺎﻟﺘﻌﻮﻳﻞ ﻋﻠى ﻣﻨﺎﻫﺞ وأﺳﺎﺗﺬة ﺟﺪد ﻳﻀﻌﻮن 
وﺗﺪل اﺳﺘﻄﻼﻋﺎت اﻟﺮأي اﻟﺘي أﺟﺮﻳﺖ ﻋﻠى اﻟﻤﺘﺴﺠﻠﻴﻦ ﻓي اﻟﻤﺆﺳﺴﺎت  رأس أوﻟﻮﻳﺎﺗﻬﻢ.
اﻟﻤﻘﺮرات اﻟﻤﻄﺒﻘﺔ ﺣﺎﻟﻴﺎ ﻋﻠى أﻧﻬﻢ ﻳﻄﺎﻟﺒﻮن ﺑﻤﺰﻳﺪ ﻣﻦ اﻟﻠﻐﺔ اﻟﺮﺳﻤﻴﺔ وﻛﺬﻟﻚ آراؤﻫﻢ ﻓي 
اﻟﻤﺤكﻴﺔ ﻓي اﻟﺼﻒ واﻟﺘﻌﺎﻣﻞ ﻣﻊ اﻟﻌﺮﺑﻴﺔ ﻋﻠى أﺳﺎس أﻧﻬﺎ وﺳﻴﻠﺔ ﻟﻠﺘﻮاﺻﻞ ﻓي اﻟﻤﺮﺗﺒﺔ 
أداة ﻟﻼﺿﻄﻼع ﺑﺎﻟﺘﺮاث اﻟﻌﺮﺑﻲ اﻟﻤﺆﻟﻒ  -ﻓﻘﻂ أو ﻓي اﻟﻤﻘﺪﻣﺔ –اﻷوﻟى وﻟﻴﺲ ﺑﺎﻋﺘﺒﺎرﻫﺎ 
 .١أﺻﻼ ﻣﻦ اﻵﺛﺎر اﻟﻤكﺘﻮﺑﺔ
ﻃﺎﻟﺒﺎ ﻟﻠﻔﺼﺤى واﻟﻌﺎﻣﻴﺔ ﻓي  ١٠٣اﻟﺒﺎﺣﺚ واﻟﻤﺪرس ﺳﻤﻴﺮ ﺗﻨﻮن ﺷﻤﻞ  ١١٠٢ﺛﻤﺔ ﻣﺴﺢ أﺟﺮاه ﻓي اﻟﻌﺎم  ١
ﻣﻦ إﺟﻤﺎﻟي اﻟﻤﺘﺴﺠﻠﻴﻦ ﻓي ﻣﺪرﺳﺘﻪ، وﻳﺆﻛﺪ ﻋﻠى اﺗﺠﺎه اﻟﻄﻠﺒﺔ  %٧٨اﻟﺒﻴﺖ اﻟﻌﺮﺑﻲ ﻓي ﻣﺪرﻳﺪ، أي ﻣﺎ ﻳﺴﺎوي 
ﺘﺒﺎﻧﺎت ﺧﺎﺻﺔ أﺟﺮﻳﺘﻬﺎ اﻟﺠﺎﻣﺢ ﻧﺤﻮ اﻟﻤﻬﺎرة اﻟﺸﻔﻮﻳﺔ دون ﻏﻴﺮﻫﺎ، وﻳﺘﻮاﻓﻖ ﻫﺬه اﻟﻨﺘﺎﺋﺞ ﻣﻊ ﻣﺎ ﺧﻠﺼﺖ إﻟﻴﻪ اﺳ
أﻧﺎ ﺑﻨﻔﺴي ﻓي ﺟﺎﻣﻌﺔ أوﺗﻮﻧﻮﻣﺎ ﺑﻤﺪرﻳﺪ ﻣﻊ ﻃﻼﺑﻨﺎ وﻫي ﺑﻴﺎﻧﺎت ﻧﺘﻮرع ﻋﻦ اﺧﺮاﺟﻬﺎ ﻫﻨﺎ ﻷﻧﻬﺎ ﻟﻢ ﺗﻜﻦ ﻗﺪ 
ﺗﻌﻠﻴﻢ وﺗﻌﻠﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻠﻨﺎﻃﻘﻴﻦ ﺑﻐﻴﺮﻫﺎ. (، ١١٠٢أدرﺟﺖ ﺑﻌﺪ ﻓي دراﺳﺔ ﻋﻠﻤﻴﺔ ﻣﻮﺛﻘﺔ. اﻧﻈﺮ: ﺗﻨﻮن، س.)
وآراء اﻟﻄﻠﺒﺔ. اﻟﺤﺎﻟﺔ اﻟﻤﺪروﺳﺔ: اﻟﺒﻴﺖ اﻟﻌﺮﺑﻲ ﻓي  ﻃﺮح اﻟﻤﻘﺎرﺑﺔ اﻟﻤﺘﻜﺎﻣﻠﺔ اﻧﻄﻼﻗﺎ ﻣﻦ دراﺳﺔ ﻟﺤﺎﺟﺎت
، رﺳﺎﻟﺔ ﻟﻨﻴﻞ اﻟﻤﺎﺟﺴﺘﺮ، ﺟﺎﻣﻌﺔ ﻛﻮﻣﺒﻠﻮﺗﻴﻨﺴي ﻓي ﻣﺪرﻳﺪ )ﻏﻴﺮ ﻣﻨﺸﻮر(. وﻃﺮح اﻟﻤﺘﺨﺼﺼﻮن ﻓي ﻣﺪرﻳﺪ
ﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻐﻴﺮ اﻟﻨﺎﻃﻘﻴﻦ ﺑﻬﺎ ﻫﺬ اﻟﺴﺆال اﻷﺳﺎﺳي )ﻟﻤﺎذا ﻧﺮﻳﺪ ﺗﻌﻠﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ؟( ﻣﻦ أﺟﻞ ﺗﻌﺪﻳﻞ 
 kriK .P .B ﻟﻠﻤﺴﺄﻟﺔ واﻟﻤﺒﻨﻴﺔ ﻋﻠى اﻟﻨﺺ اﻟﻤكﺘﻮب اﻟكﻼﺳﻴكي. راﺟﻊ ﻋﻠى ﺳﺒﻴﻞ اﻟﻤﺜﺎل:اﻟﻤﻘﺎرﺑﺔ اﻟﺘﻘﻠﻴﺪﻳﺔ 
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اﻟﻄﻼب اﻟﺠﺪﻳﺪة وﻣﻊ ﺻﻌﻮد ﺟﻴﻞ ﺟﺪﻳﺪ ﻣﻦ اﻟﻤﺴﺘﻌﺮﺑﻴﻦ اﻧﻄﻼﻗﺎ ﻣﻦ اﺗﺠﺎﻫﺎت 
ﻳﺠﻴﺪون ﻟﻐﺔ اﻟﻀﺎد ﺑﻌﺪ اﻹﻗﺎﻣﺔ اﻟﻄﻮﻳﻠﺔ ﻓي اﻟﺒﻠﺪان اﻟﻌﺮﺑﻴﺔ واﻟﻮﻗﻮف ﻋﻠى اﻹﺷكﺎﻟﻴﺎت 
اﻷﻛﺜﺮ ﺣﻀﻮرا  ﺑﻤﺎ ﻓﻴﻬﺎ اﻻزدواﺟﻴﺔ اﻟﻠﻐﻮﻳﺔ، ﻓﺈن اﻟﻤﺆﺳﺴﺎت اﻟﺘﻌﻠﻴﻤﻴﺔ ﻓي اﻟﻐﺮب  اﻟﺜﻘﺎﻓﻴﺔ
وﻟى ﻓي ﻫﺬا اﻟﻤﻀﻤﺎر، ﺷﺮﻋﺖ وﺧﺼﻮﺻﺎ ﻓي اﻟﻮﻻﻳﺎت اﻟﻤﺘﺤﺪة ﺣﻴﺚ ﺟﺮت اﻟﺘﺠﺎرب اﻷ
ﻓي إﻋﺪاد ﻣﻨﺎﻫﺞ وﻛﺘﺐ دراﺳﻴﺔ ﺗﺴﻌى إﻟى ﺗﻘﺮﻳﺐ اﻟﻠﻐﺔ اﻟﺤﺪﻳﺜﺔ إﻟى ﻏﻴﺮ اﻟﻨﺎﻃﻘﻴﻦ ﺑﻬﺎ 
ﺑﻄﺮﻳﻘﺔ ﺗﻌﻄي اﻷوﻟﻮﻳﺔ ﻟﻠﻔﻮاﺋﺪ اﻟﺘﻄﺒﻴﻘﻴﺔ واﻻﺳﺘﻴﻌﺎب اﻟﺴﺮﻳﻊ ﻟﻤﺒﺎدئ اﻟﻨﻤﻮذج اﻟﻠﻐﻮي 
ﺮﺑﻴﺔ اﻟﻌﻤﻠي. وﻷﻧﻨﺎ ﺑﺼﺪد ﺗﻤكﻴﻦ اﻟﺘﻠﻤﻴﺬ ﻣﻦ "اﻟﺘﺤﺎور ﻣﻊ اﻟﻨﺎس" ﻓﺈن ﻧﻮﻋﻴﺔ اﻟﻠﻐﺔ اﻟﻌ
وﻣﻘﻮﻣﺎﺗﻬﺎ اﻟﻤﺰﻣﻊ ﺗﻠﻘﻴﻨﻬﺎ ﻻ ﺑﺪ أن ﺗﺘﺼﺪر أي ﻣﺸﺮوع ﻳﺠﺮي اﻹﻋﺪاد ﻟﻪ. ﻟﻤﺎ ﻛﺎن اﻟﻐﺮض 
 اﺗﻘﺎنوﻟﻨﺬﻛﺮ أن ﻋﺪم  . اﻟﻤﺠﺘﻤﻊ اﻟﻌﺮﺑﻲواﻟﺘﻘﺮب ﻣﻦ ﻫﻮ ﺟﻌﻞ اﻟﺪارس ﻳﺘﻮاﺻﻞ ﻣﻊ اﻟﻨﺎس 
ﻫﻮ ﻣﻦ  اﻟﻠﻐﺔ وﻣﺎ ﻳﺘﺮﺗﺐ ﻋﻠى ﻫﺬه اﻟﺜﻐﺮة اﻟﻠﻐﻮﻳﺔ ﻣﻦ ﺳﻮء ﻓﻬﻢ ﻟﻬﻮﻳﺔ اﻟﻌﺮب وﺛﻘﺎﻓﺘﻬﻢ
ﻣﺮارا إﻟى ﻣﺠﻤﻮﻋﺔ ﻣﻦ اﻟﻤﺴﺘﺸﺮﻗﻴﻦ اﻟﻌﺎﺟﺰﻳﻦ ﺑﺎﺳﺘﻤﺮار ﻋﻦ ﻛﺴﺮ ﻃﻮق  اﻟﻤﺂﺧﺬ اﻟﺘي وﺟﻬﺖ
ﻓﺈن اﻟﻤﻄﻠﻮاب ﺗﺪرﻳﺲ اﻟﻠﻐﺔ  -اﻷﻓﻜﺎر اﻟﻤﺴﺒﻘﺔ واﻟﻨﻤﻄﻴﺔ اﻟﻄﺎﻏﻴﺔ ﻋﻠى اﻟﻌﺎﻟﻢ اﻹﺳﻼﻣي
"اﻟﺤﻘﻴﻘﻴﺔ" اﻟﺘي ﻳﺘﻌﺎﻃﺎﻫﺎ اﻟﻌﺮب ﻓي ﺣﻴﺎﺗﻬﻢ اﻟﻴﻮﻣﻴﺔ، أي اﻟﻌﺎﻣﻴﺔ. إﻻ أن اﻟﻘﻀﻴﺔ ﻟﻴﺴﺖ ﻋﻠى 
أﻛﺜﺮﻳﺔ ﻃﻼب اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻓي اﻟﺠﺎﻣﻌﺔ واﻟﻤﺆﺳﺴﺎت ﻫﺬا اﻟﻨﺤﻮ ﻣﻦ اﻟﺴﻬﻮﻟﺔ، ﺧﺎﺻﺔ وأن 
اﻟﺮﺳﻤﻴﺔ اﻹﺳﺒﺎﻧﻴﺔ ﻻ ﻳﺤﺘﺎﺟﻮن ﻓﻘﻂ إﻟى "اﻟكﻼم اﻟﺠﺎري" وإﻧﻤﺎ اﻟﻤﻄﻠﻮب ﻣﻨﻬﻢ اﻟﻮﻗﻮف 
ﻋﻠى ﻋﻠﻮم أﺧﺮى ﻏﻴﺮ اﻟﻠﻐﻮﻳﺔ اﻟﺒﺤﺘﺔ وذﻟﻚ ﻋﻦ ﻃﺮﻳﻖ اﻻﻃﻼع ﻋﻠى أﺳﻔﺎر اﻟﺘﺎرﻳﺦ واﻷدب 
ﺘﻌﻠﻴﻤﻴﺔ اﻟﺘي ﺗﺠﻤﻊ ﺑﻴﻦ اﻟﻤﻮاد واﻟﻬﻨﺪﺳﺔ اﻟﻤﻌﻤﺎرﻳﺔ وﻏﻴﺮﻫﺎ، وﻣﺮد ذﻟﻚ إﻟى اﻟﻤﻘﺮرات اﻟ
اﻟﻠﻐﻮﻳﺔ واﻟﺘﺎرﻳﺨﻴﺔ واﻷدﺑﻴﺔ. زد ﻋﻠى ذﻟﻚ اﻟﺪواﻓﻊ اﻟﺪﻳﻨﻴﺔ واﻟﺮﻏﺒﺔ ﻓي اﻟﺘﻮﻏﻞ ﻓي اﻟﻌﻠﻮم 
–. وﺑﻤﺎ أن اﻟﻤﻄﻠﺐ اﻷﺳﺎﺳي ٢اﻟﻘﺮآﻧﻴﺔ ﻟﺪى ﻧﺴﺒﺔ ﻻ ﻳﺴﺘﻬﺎن ﺑﻬﺎ ﻣﻦ دارﺳي ﺗﻌﻠﻢ اﻟﻌﺮﺑﻴﺔ
ﻓي واﻟﺤﻀﺎري ﻻ ﻳﺴﻬﻞ اﻟﻮﻓﺎء ﺑﻪ ﺑﻤﻌﺰل ﻋﻦ ﺧﺼﻮﺻﻴﺔ اﻟﻮاﻗﻊ اﻟﺜﻘﺎ -اﻟﺘﻜﻠﻢ ﻣﻊ اﻟﻨﺎس
 ﻟﻠﻌﺎﻟﻢ اﻟﻌﺮﺑﻲ ﻓﺈن اﻟﻤﻘﺎرﺑﺔ إﻟﻴﻪ ﺳﺘﺜﻴﺮ ﺑﺎﻟﻀﺮورة اﺧﺘﻼﻓﺎت ﻛﺜﻴﺮة.
ﺑﻌﺾ اﻟﻤﺮﺑﻴﻦ واﻟﻤﺘﺨﺼﺼﻴﻦ ﻓي ﺗﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ ﻓي  ﻓي ﻫﺬا اﻟﺴﻴﺎق، ﻗﺪ اﻧﺒﺮى
اﻟﻮﻻﻳﺎت اﻟﻤﺘﺤﺪة ﻹﻧﺘﺎج ﻣﻨﺎﻫﺞ ﺗﺴﺘﺠﻴﺐ ﻟﺘﻄﻠﻌﺎت اﻟﻄﻠﺒﺔ وﺣﺎﺟﺎﺗﻬﻢ، ﻋﻠﻤﺎ ﺑﺄن ﻣﻌﻈﻢ 
اﻟﻨﺤﻮ واﻹﻋﺮاب واﻟﻨﺼﻮص اﻷدﺑﻴﺔ اﻟﺼﻌﺒﺔ. اﻟكﺘﺐ اﻟﺪراﺳﻴﺔ اﻟﻘﺪﻳﻤﺔ ﻛﺎﻧﺖ ﺗﻌﺘﻤﺪ ﻋﻠى 
اﻟﺜﺎﻧي "اﻟﻌﺮﺑﻴﺔ وﺟﺰؤه وﻣﻦ أﺑﺮز أﻣﺜﻠﺔ ﻫﺬا اﻟﺘﻴﺎر اﻟﺘﺠﺪﻳﺪي "اﻟﻌﺮﺑﻴﺔ ﻟﻠﻤﺒﺘﺪﺋﻴﻦ" ﻟﻤﻨﺬر ﻳﻮﻧﺲ 
اﻟﻤﺴﺘﻮى اﻟﻤﺘﻮﺳﻂ"( اﻟﺼﺎدر ﻋﻦ ﺟﺎﻣﻌﺔ ﻳﺎﻳﻞ ﻓي اﻟﻮﻻﻳﺎت اﻟﻤﺘﺤﺪة و"اﻟكﺘﺎب ﻓي ﺗﻌﻠﻢ 
اﻟﺜﻼﺛﺔ اﻷﺳﺎﺗﺬة ﺑﺮوﺳﺘﺎد  اﻟﻌﺮﺑﻴﺔ" اﻟﻤﻨﺸﻮرﻓي ﺟﺎﻣﻌﺔ ﺟﻮرج ﺗﺎون ﺑﻮاﺷﻨﻄﻮن ﻋﻦ ﻣﺆﻟﻔﻴﻪ
 ,”cibarA fo stneduts fo yevrus A ?rof htraE no tahw dna cibarA gnikat s 'ohW“ (٧٨٩١)
 .٢٤-٩٢، ٢-١: ٠٢، ayyibarAʿ-la
ﺤى وﻫﻮ "اﻟكﺘﺎب ااﻷﺳﺎﺳي ﻓي ﺗﻌﻠﻴﻢ رﺑﻤﺎ ﻳﻔﻴﺪ اﻟﺘﺬﻛﻴﺮ ﺑﺄن أﺣﺪ ﻧﻤﺎذج اﻷﻛﺜﺮ ﺷﻬﺮة ﻓي ﻣﺠﺎل ﺗﺪﻳﺲ اﻟﻔﺼ ٢
اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻐﻴﺮ اﻟﻨﺎﻃﻘﻴﻦ ﺑﻬﺎ"اﻟﺼﺎدر ﻋﻦ اﻟﻤﻨﻈﻤﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻠﺘﺮﺑﻴﺔ واﻟﻌﻠﻮم ﻳﻀﻊ ﻧﺼﺐ ﻋﻴﻨﻴﻪ إﻃﻼع اﻟﻄﺎﻟﺐ 
ﻋﻠى ﻣﻈﺎﻫﺮ اﻟﺤﻀﺎرة اﻟﻌﺮﺑﻴﺔ اﻹﺳﻼﻣﻴﺔ اﻟﻤﻌﺎﺻﺮة "ﻣﻦ ﺧﻼل ﻧﻤﺎذج ﻣﺨﺘﻠﻔﺔ ﻣﻦ اﻟﻨﺸﺎط اﻟﺜﻘﺎﻓي ﺗﺒﺮز 
ﻴﺴﺮة"، ﻛﻤﺎ أن اﻟكﺘﺎب ﻳﺼﺒﻮ أﻳﻀﺎ إﻟى ﻣﺆازرة "أﺑﻨﺎء اﻟﺠﻴﻞ اﻟﺜﺎﻧي ﻣﻦ اﻟﻤﺤﺘﻮى اﻟﺤﻀﺎري ﻓي ﻗﻮاﻟﺐ ﻟﻐﻮﻳﺔ ﻣ
اﻟﺠﺎﻟﻴﺎت اﻟﻌﺮﺑﻴﺔ ﻓي ﻣﻬﺎﺟﺮﻫﻢ" ﻓي ﺗﻌﻠﻢ ﻟﻐﺔ اﻟﻘﺮآن )اﻧﻈﺮ اﻟﺘﺼﺪﻳﺮ ﺑﻘﻠﻢ ﻳﺤﻴﻰ اﻟﺪﻳﻦ ﺻﺎﺑﺮ ﻟﻠﺠﺰء اﻟﺜﺎﻧي، 
 (.٩-٧: ص. ٧٨٩١ﺪ اﻟﻠﻄﻴﻒ واﻟﺒﻄﻞ، ﺑﺪوي وﻋﺒ
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واﻟﺒﻄﻞ واﻟﺘﻮﻧﺴي. وﻳﺸﺪد اﻟﺪﻋﺎة إﻟى اﻟﻤﻨﻬﺞ اﻟﻤﺘﻜﺎﻣﻞ ﻋﻠى أن ﻫﺬه اﻟﻤﻘﺎرﺑﺔ "ذات ﻓﻌﺎﻟﻴﺔ 
أﻛﺒﺮ ﻣﻦ اﻟﻨﺎﺣﻴﺔ اﻟﺘﺮﺑﻮﻳﺔ ﺑﺎﻟﻤﻘﺎرﻧﺔ ﻣﻊ ﻣﻘﺎرﺑﺎت أﺧﺮى ﺧﺎﺻﺔ ﺑﺘﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻸﺟﺎﻧﺐ" 
ﺞ ﻓﺼﻴﺢ (. وآﺛﺮ ﻫﺆﻻء ﺻﻴﺎﻏﺔ ﻧﺼﻮﺻﻬﻢ وﻋﺮوﺿﻬﻢ اﻟﺸﻔﻮﻳﺔ ﺑﻨﺴﻴ٩٥: ٩٠٠٢، )ﻳﻮﻧﺲ
ﺛﻢ إﻟﺤﺎﻗﻬﺎ  اﻟﺼﺮفﺑﺴﻴﻂ ﻳﻬﻤﻞ إﻟى ﺣﺪ ﻣﺎ اﻟﺘﻔﺼﻴﻞ ﻓي اﻟﻤﺴﺎﺋﻞ اﻹﻋﺮاﺑﻴﺔ واﻟﻨﺤﻮﻳﺔ 
ﻟﻠﻄﺎﻟﺐ أوﺟﻪ اﻟﺘﻘﺎرب  )ﺗﺘﺒﻴﻦ( ﺑﺎﻟﻨﺼﻮص ﻧﻔﺴﻬﺎ ﺑﺎﻟﻌﺎﻣﻴﺔ )اﻟﻤﺼﺮﻳﺔ أو اﻟﻤﺸﺮﻗﻴﺔ( ﺣﺘى
واﻟﺘﺒﺎﻋﺪ ﺑﻴﻦ اﻟﻔﺼﺤى واﻟﺪارﺟﺔ. وأﺳﺲ "اﻟكﺘﺎب" وﻏﻴﺮه ﻟﻨﻤﻮذج ﺟﺪﻳﺪ ﻓي ﺗﺪرﻳﺲ اﻟﻠﻐﺔ 
ﺔ ﻛﻤﺎ ﻗﻠﻨﺎ ﻟﻠﻌﺎﻣﻞ اﻟﺸﻔﻮي ﻣﻤﺎ ﺳﻬﻞ اﻟﻄﺮﻳﻖ أﻣﺎم ﻣﻘﺎرﺑﺔ ﻣﺨﺘﻠﻔﺔ اﻟﻌﺮﺑﻴﺔ ﺗﻌﻄي اﻷوﻟﻮﻳ
 ﻟﺘﺪرﻳﺲ اﻟﻌﺮﺑﻴﺔ ﻟﻐﻴﺮ اﻟﻨﺎﻃﻘﻴﻦ ﺑﻬﺎ. 
ﻓﺴﺮﻋﺎن ﻣﺎ ﺷﻬﺪت اﻟﻨﻮر ﻣﻨﺎﻫﺞ ﻋﺪة ﺗﺴﻌى إﻟى ﺗﻘﻮﻳﺔ اﻟﻤﻬﺎرة اﻟﺸﻔﻮﻳﺔ وإن ﻟﻢ ﺗﻜﻦ 
ﻣﺘﻄﺎﺑﻘﺔ ﺑﺎﻟﻀﺮورة ﻣﻊ ﻣﺎﻫﻴﺔ اﻟﻤﻘﺎرﺑﺔ اﻟﻤﺘﻜﺎﻣﻠﺔ، إذ ﻛﺜﺮت اﻟكﺘﺐ اﻟﺘي ﺗﻤﺴكﺖ ﺑﺎﻟﻔﺼﺤى 
اﻟﺤﻮار واﻟﺤﺪﻳﺚ وﻟكﻦ ﺑﺼﻴﻐﺔ ﻳﺮاد ﺑﻬﺎ أن ﺗﻜﻮن أﻗﺮب ﻣﺎ ﻳﻤكﻦ إﻟى اﻟﻌﺎﻣﻴﺔ.  ﺑﺼﻔﺘﻬﺎ ﻟﻐﺔ
وذﻟﻚ ﺑﻌﺪ اﻟﺘﺴﻠﻴﻢ ﺑﺄن اﻟﺤﻮارات واﻷﻧﺸﻄﺔ اﻟﺸﻔﻮﻳﺔ اﻟﻤﺪرﺟﺔ )ﺑﺎﻟﻔﺼﺤى( ﻟﻴﺴﺖ 
، rafaaG & kciwthgiWﺑﺎﻟﻌﺎﻣﻴﺔ )، ﻷﻧﻬﺎ ﺗﺠﺮي أﺻﻼ، ﻓي اﻟﻌﺎﻟﻢ اﻟﻮاﻗﻌي—ﺑﺎﻟﻄﺒﻴﻌﻴﺔ 
ﻤﻴﻤﻬﺎ" دون اﻟﻤﺴﺎس ﺑﺈرﻫﺎﺻﺎﺗﻬﺎ وﻣﻦ ﻫﻨﺎ اﻟﺤﺮص اﻟﺸﺪﻳﺪ ﻋﻠى "ﺗﻌ —(ix: ٩٠٠٢
اﻟﻬﻴكﻠﻴﺔ اﻟﻔﺼﻴﺤﺔ. ﻫﺬا ﻣﺎ ﻳﻄﻮ�ره ﻛﺘﺎب "اﻟﻨﺎﻓﻮرة" اﻟﺬي أﻟﻔﺘﻪ ﻣﺠﻤﻮﻋﺔ ﻣﻦ اﻟﻄﻼب 
واﻟﻤﺪرﺳﻴﻦ اﻷﺳﺒﺎن اﺳﺘﻨﺎدا إﻟى ﺣﻮارات ﺳﻬﻠﺔ ﻳﺘﺤﺪث أﺑﻄﺎﻟﻬﺎ ﺑﻔﺼﺤى ﺗﺤﺎﻛي اﻟﻌﺎﻣﻴﺔ 
ى ﻋﻠى ﺻﻌﻴﺪ اﻟﺘﺮﻛﻴﺐ واﻟﻨﻄﻖ دون أن ﻳﺘﻘﻴﺪوا ﻛﺜﻴﺮا ﺑﺎﻟﻘﻮاﻋﺪ اﻷﺳﺎﺳﻴﺔ ﻣﻦ اﻟﻤﺜﻨى إﻟ
ﻋﻼﻣﺎت اﻟﺘﺄﻧﻴﺚ واﻟﺘﺬﻛﻴﺮ )ﻓي اﻟﻀﻤﺎﺋﺮ اﻟﻤﺘﺼﻠﺔ ﻣﺜﻼ(. واﻟﻤﺰﻣﻊ ﻓي ﻣﺜﻞ ﻫﺬه اﻟﻤﻨﺎﻫﺞ ﻫﻮ 
ﺗﺰوﻳﺪ اﻟﻄﺎﻟﺐ ﺑﻤﻨﺴﻮب ﻏﻨي ﻣﻤﺎ ﺳﻤﻮه "اﻟﻌﺮﺑﻴﺔ اﻟﻤﺘﻮﺳﻄﺔ" ﺣﺘى ﻳﺴﻬﻞ ﻋﻠﻴﻪ إﺟﺮاء اﺗﺼﺎل 
ﻣﺒﺎﺷﺮ ﺑﺄﺻﺤﺎب اﻟﻀﺎد ﺛﻢ اﻻﻧﺘﻘﺎل ﺑﻄﺒﻴﻌﻴﺔ إﻟى اﻟﻠﻬﺠﺔ اﻟﻤﺴﺘﻌﻤﻠﺔ ﻓي ﻣﻨﻄﻘﺔ ﻣﺤﺪدة. وﻣﻤﺎ 
ﺒﺎر ﺗﻀﻤﻴﻦ ﺑﻌﺾ اﻟﻤﻨﺎﻫﺞ ﻟﻤﺪاﺧﻼت ﺑﺎﻟﻠﻬﺠﺎت اﻟﻌﺮﺑﻴﺔ اﻟﺸﺘى ﻣﻦ أﺟﻞ ﻳﺪﻋﻢ ﻫﺬا اﻻﻋﺘ
ﺗﻜﻴﻴﻒ اﻟﻘﺎرىء ﻣﻊ ﺗﻨﻮﻋﻬﺎ، ﻛﻤﺎ ﻓي "ﻣﺎﺳﺘﻴﺮﻳﻨﻎ ﻋﺮﺑﻴﻚ". وﻣﻊ ﻣﺮور اﻟﺰﻣﻦ ﺷﻬﺪت اﻟﻨﻮر 
ﻣﻨﺎﻫﺞ أﺧﺮى اﻗﺘﻄﻌﺖ ﻫﺬه اﻟﻤﻬﺎرة اﻟﺸﻔﻮﻳﺔ ﻣﻦ أﺧﻮاﺗﻬﺎ ﻓﺄﻓﺮدت ﻟﻬﺎ اﻟﻤﺠﺎل ﺑكﺎﻣﻠﻪ، ﻋﺎزﻣﺔ 
اﻟﺘﻌﺎﻣﻞ ﻣﻌﻬﺎ ﻓي ﻣﻨﻄﻘﺔ ﻋﺮﺑﻴﺔ ﻣﻌﻴﻨﺔ ﻛﺎﻟﻬﻼل ﻋﻠى ﺗﺄﺳﻴﺲ ﻧﻮع ﻣﻦ اﻟﻠﻬﺠﺔ اﻟﻨﻤﻄﻴﺔ ﻳﻤكﻦ 
وﻻ ﺷﻚ أن ﻛﻞ ﻫﺬه اﻟﺨﻄﻮات ﺗﺸكﻞ  (.٤٠٠٢، kcabiaZ & gnidyRﺐ ﻣﺜﻼ )ﻴاﻟﺨﺼ
ﺗﺤﺪﻳﺎ ﺳﺎﻓﺮا ﻟﻠﻤﻘﺎرﺑﺎت اﻟﺘﻌﻠﻴﻤﻴﺔ اﻟﺘي ﻣﺎ زاﻟﺖ ﺗﺮاﻫﻦ ﻋﻠى ﺻﻴﺎﻏﺔ اﻟﻨﺼﻮص اﻟﻤﻨﻄﻮﻗﺔ 
ﺘﻤﺪ ﻋﻠى ﻧﺺ ﺑﺎﻟﻔﺼﺤى اﻟﻤﻴﺴﺮة واﻟﺘﺮاﺑﻂ اﻟﻮﺛﻴﻖ ﺑﻴﻦ ﺟﻤﻴﻊ اﻟﻤﻬﺎرات، أي اﻟﻤﻨﺎﻫﺞ اﻟﺘي ﺗﻌ
، helaSﺷﻔﻮي وﻣكﺘﻮب واﺣﺪ وﺗﺆﻣﻦ ﺑﺄن اﻟﻔﺼﺤى ﻳﻤكﻦ أن ﺗﻜﻮن ﻟﻐﺔ ﺗﻮاﺻﻞ ﻣﻔﻴﺪة )
ﻛﻤﺎ أﻧﻬﺎ ﺗﻤﺜﻞ، ﻋﻠى ﺻﻌﻴﺪ آﺧﺮ ﻣﺨﺘﻠﻒ ﻳﺮﺗﺒﻂ ﺑﺄﺑﻌﺎد اﻻزدواﺟﻴﺔ اﻟﻠﻐﻮﻳﺔ ﻓي  .(٢٠٠٢
ﻣﻀﻤﺎر ﺛﻘﺎﻓي ﻋﺮﺑﻲ ﻣﺤﺾ، ﻋﺎﺋﻘﺎ أﻣﺎم ﻧﺪاءات اﻟﺒﻌﺾ ﻧﺤﻮ ﻟﻐﺔ ﻋﺮﺑﻴﺔ ﺛﺎﻟﺜﺔ "ﻋﺼﺮﻳﺔ 
ﻣﺤكﻴﺔ ﻣﺸﺘﺮﻛﺔ" ﺗﻘﻒ "وﺳﻄﺎ ﺑﻴﻦ اﻟﻔﺼﺤى ﻟﻐﺔ اﻷدب وﺑﻴﻦ اﻟﻌﺎﻣﻴﺔ وﻟﻬﺠﺎﺗﻬﺎ اﻟﻤﺤﻠﻴﺔ 
 (.٧: ٥٠٠٢اﻟﻤﺨﺘﻠﻔﺔ" )اﻟﻤﻌﺘﻮق، 
ﻟﻄﺮح اﻟﺘﻜﺎﻣﻠي ﺗﻌﻮﻳﺪ اﻟﻄﺎﻟﺐ ﻋﻠى ﻗﺮاءة اﻟﻨﺼﻮص وﻛﺘﺎﺑﺘﻬﺎ ﺑﺎﻟﻔﺼﺤى وﻳﺘﻮﺧى ا
ﻓي اﻟﻮﻗﺖ اﻟﺬي ﻳﺘﻌﻮد ﻋﻠى اﻻﺳﺘﻤﺎع واﻟﺤﺪﻳﺚ ﺑﺎﻟﻌﺎﻣﻴﺔ، ﻣﺘﻔﺎدﻳﺎ ﻣﺼﺎﻋﺐ ﺗﻌﻠﻴﻢ ﻟﻐﺔ ﻋﺮﺑﻴﺔ 
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ﻓﺼﻴﺤﺔ ﻫي "ﻏﻴﺮ ﺣﻘﻴﻘﻴﺔ" ﻷﻧﻬﺎ ﻟﻴﺴﺖ "ﻋﺮﺑﻴﺔ اﻟﻨﺎس" ﻣﻬﻤﺎ ﺳ�ﻬ�ﻠﺖ وﺧﹸﻠﺼ�ﺖ ﻣﻤﺎ ﻳﺸﻮﺑﻬﺎ 
"اﻟﺤﺼﺺ اﻟﻤﺨﺼﺼﺔ ﻟﻠﺤﺪﻳﺚ واﻟﺤﻮار ﺗﻨﻔﻊ  ﻣﻦ ﻗﻮاﻋﺪ ﺗﺜﻘﻞ ﻋﻠﻴﻬﺎ، وذﻟﻚ اﻋﺘﻘﺎدا أن
اﻟﻄﺎﻟﺐ أﻛﺜﺮ ﻓي ﺣﺎﻟﺔ ﻣﺎ إذا ﻛﺎﻧﺖ اﻟﻠﻐﺔ اﻟﻤﺴﺘﺨﺪﻣﺔ ﻓﻴﻬﺎ ﻫي اﻟﻌﺎﻣﻴﺔ، ﺑﻴﻨﻤﺎ اﻟﻤﺤﺎﺿﺮات 
اﻟﺘي ﺗﺘﻨﺎول ﻗﺮاءة اﻟﻨﺼﻮص أو اﻟﺘﻌﻠﻴﻖ ﻋﻠﻴﻬﺎ ﻓﻤﻦ اﻟﻤﺤﺒﺬ إﻟﻘﺎؤﻫﺎ ﺑﺎﻟﻔﺼﺤى اﻟﻌﺼﺮﻳﺔ" 
 (.٧-٦: ٨٩٩١، nostaW & snikciD)
 ﻌﺪ ﺗﺠﺮﺑﺔ ﺗﻄﺒﻴﻘﻴﺔﺗﺴﺎؤﻻت ﺑﺸﺄن اﻟﻤﻨﻬﺞ اﻟﻤﺘﻜﺎﻣﻞ ﺑ .٣
ﻛﻤﺎ ﻗﻠﻨﺎ، ﺷﻬﺪت ﻫﺬه اﻟﻤﻘﺎرﺑﺔ اﻟﻤﺘﻄﻮرة اﻟﺘي ﺗﺪﻋﻮ إﻟى إﻋﺎدة اﻻﻋﺘﺒﺎر إﻟى اﻟﻠﻬﺠﺎت 
واﻻﺳﺘﻨﺎد إﻟى اﻟﻤﻔﻬﻮم اﻟﻌﻤﻠي ﻟﻠﺪراﺳﺎت اﻟﻠﻐﻮﻳﺔ رواﺟﺎ ﻣﻠﺤﻮﻇﺎ ﻓي اﻟﻤﺆﺳﺴﺎت اﻟﺘﻌﻠﻴﻤﻴﺔ 
ﻓي  اﻟﻐﺮﺑﻴﺔ. ﻟﻘﺪ أﻟﻔﻴﻨﺎ ﻓي اﻵوﻧﺔ اﻷﺧﻴﺮة ﻣﺠﻤﻮﻋﺔ ﻣﻦ اﻟﺒﺎﺣﺜﻴﻦ واﻟﻤﺮﺑﻴﻦ اﻟﻌﺮب اﻟﻤﻘﻴﻤﻴﻦ
ﺲ ـﺔ ﻟﻴـﺎت اﻷوروﺑﻴﺔ واﻷﻣﺮﻳكﻴـاﻟﻐﺮب ﻳﻠﺤﻮن ﻋﻠى إدﺧﺎل اﻟﺪارﺟﺔ ﻓي ﻣﻘﺮرات اﻟﺠﺎﻣﻌ
ﻛﻤﺎدة ﺗﻜﻤﻴﻠﻴﺔ ﻳﺘﻌﺎﻃﺎﻫﺎ اﻟﻄﺎﻟﺐ ﻓي اﻟﺴﻨﻮات اﻷﺧﻴﺮة ﺑﻌﺪ ﺑﻠﻮﻏﻪ ﻣﺘﺴﻮى ﻣﺘﻘﺪﻣﺎ ﻓي 
اﻟﻔﺼﺤى وإﻧﻤﺎ ﺑﺼﻔﺘﻬﺎ ﻣﺎدة أﺳﺎﺳﻴﺔ ﻳﺘﻢ إدراﺟﻬﺎ ﻣﻨﺬ اﻟﺴﻨﺔ اﻟﺪراﺳﻴﺔ اﻷوﻟى. أي أﻧﻬﺎ ﺗﺼﺒﺢ 
ﻮﻳﺔ ﻓﺘﹸﺪرس ﺑﺎﻟﺘﺰاﻣﻦ ﻣﻊ اﻟﻔﺼﺤى اﻟﻤﻨﺤﺼﺮ دورﻫﺎ ﻓي ﻣﻬﺎرات اﻟﻘﺮاءة ﻟﻐﺔ اﻟﻤﻬﺎرة اﻟﺸﻔ
ودراﺳﺔ اﻟﻨﺤﻮ. وﺣ�ﻀﺮت ﺑﻬﺬا اﻟﻐﺮض ﻋﺪة دراﺳﺎت وﺑﺤﻮث وﻣﺸﺎرﻳﻊ ﺗﻌﻠﻴﻤﻴﺔ ﺳﺎﻫﻤﺖ 
. وﻋﻜﻒ اﺧﺘﺼﺎﺻﻴﻮن ﻣﺮﻣﻮﻗﻮن ﻓي ﻣﻴﺪان ﺗﺪرﻳﺲ ٣ﻓي إذاﻋﺔ ﻣﻘﺎرﺑﺘﻬﻢ اﻟﻤﺘﻜﺎﻣﻠﺔ ﻫﺬه
اﻟﻤﺒﺮرات اﻟﺪاﻣﻐﺔ ﺑﻨﻈﺮﻫﻢ، اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻋﻠى اﻟﻤﻨﺎﻓﺤﺔ ﻋﻦ ﻫﺬه اﻟﻤﻘﺎرﺑﺔ ﺑﺎﻟﺤﺠﺞ و
ﻣﺘﺴﻠﺤﻴﻦ ﻓي اﻟﻐﺎﻟﺐ ﺑﺈﺣﺼﺎءات ﺗﻌﻜﺲ ﻣﺪى ﻗﺎﺑﻠﻴﺔ اﻟﻄﻠﺒﺔ ﻟﻤﺒﺪأ اﻟﺘﺴﺎوي ﺑﻴﻦ اﻟﻔﺼﺤى 
واﻟﻌﺎﻣﻴﺔ وﺗﻘﺴﻴﻢ اﻟﻤﻬﺎرات وﻓﻘﺎ ﻟﻠﻤﺘﺴﻮى اﻟﻠﻐﻮي اﻟﻤﺘﺒﻊ ﻓﻴﻬﺎ، إﻻ أن ﺗﺠﺮﺑﺘﻨﺎ اﻟﺨﺎﺻﺔ 
 أن يأﻇﻬﺮت ﻟﻨﺎ ﺑﻌﺾ اﻟﻨﻘﺎط اﻟﻀﻌﻴﻔﺔ اﻟﻮاﺟﺐ ﺗﺤﻠﻴﻠﻬﺎ ﺑﻘﺪر ﻛﺒﻴﺮ ﻣﻦ اﻟﺘﺄﻧي، وﻻ ﻧﺪﻋ
اﻟﺜﻐﺮات إن وﺟﺪت ﻣﻼزﻣﺔ ﻟﻠﻤﻨﻬﺞ اﻟﻤﺘﻜﺎﻣﻞ ﻛكﻞ وإﻧﻤﺎ اﻟﻨﻘﺺ ﻗﺪ ﻳﻌﻮد إﻟى ﺳﺒﻞ ﺗﻨﻔﻴﺬه 
أو ﻋﺠﺰ اﻟﻤﺪرﺳﻴﻦ ﻋﻦ اﺳﺘﻴﻌﺎب ﻣﻘﻮﻣﺎﺗﻪ ﺑﺸكﻞ ﺻﺤﻴﺢ ﺳﻠﻴﻢ. وﻣﻦ ﺑﻴﻦ ﻫﺬه اﻟﺠﻮاﻧﺐ ﻧﻮد 
 أن ﻧﺒﺮز ﻣﺎ ﻳﻠي:
اﻟﻌﺮﺑﻴﺔ ﺑﻘﺼﺪ اﻻﺣﺘﻜﺎك  ﻣﻤﺎ ﻻ ﺷﻚ ﻓﻴﻪ أن أﻏﻠﺒﻴﺔ اﻟﻄﻠﺒﺔ اﻟﻐﺮﺑﻴﻴﻦ ﻳﺘﻌﻠﻤﻮن .١
ﻦ ﺑﻬﺎ واﻟﺴﻔﺮ إﻟى ﺑﻠﺪاﻧﻬﻢ واﻟﻌﻤﻞ ﻫﻨﺎك إن اﻗﺘﻀﺖ اﻟﻀﺮورة، وﻟكﻦ ﻫﺬا اﻟﻤﺒﺎﺷﺮ ﺑﺎﻟﻨﺎﻃﻘﻴ
اﻟﻤﻴﻞ اﻟﺬي ﺗﺆﻛﺪه ﺟﻤﻴﻊ اﻻﺳﺘﻄﻼﻋﺎت وﻳﺴﻬﻞ اﻟﺘﺤﻘﻖ ﻣﻨﻪ ﻣﻦ ﺧﻼل ﻣﺴﺎءﻟﺘﻬﻢ ﻻ ﺗﻌﻨي 
ﺣﺘﻤﺎ أن اﻟﻔﺼﺤى ﻋﻘﺒﺔ ﻓي ﺳﺒﻴﻞ ﺗﺤﻘﻴﻖ ﻫﺬه اﻟﻐﺎﻳﺔ أو أﻧﻬﺎ ﺗﺸكﻞ ﻋﻨﺼﺮا ﻏﺮﻳﺒﺎ ﻳﺠﺐ أن 
ﺑﺎﻻﺳﺘﻤﺎع واﻟﺤﺪﻳﺚ، إذ أﻧﻬﺎ ﺗﻤﺜﻞ  ﻳﺮﺗﺒﻂاﻷﻣﺮ  ﻳﺒﻘى ﻋﻠى ﻫﺎﻣﺶ اﻟﻌﻤﻠﻴﺔ اﻟﺘﻌﻠﻴﻤﻴﺔ إذا ﻛﺎن
ﺟﺰءا ﻻ ﻳﺘﺠﺰأ ﻣﻦ اﻟﻮاﻗﻊ اﻟﺜﻘﺎﻓي اﻟﻴﻮﻣي ﻓي اﻟﻮﻃﻦ اﻟﻌﺮﺑﻲ. ﻓﻼ ﺑﺄس ﻣﻦ إﻋﺎدة اﻟﻨﻈﺮ إﻟى 
ﻣﻨﻬﺎ" )أو ﻣﻘﻮﻟﺔ ﻋﺠﺰ  ﺗﻨﻔﺮﺗﻠﻚ اﻟﺼﻮرة اﻟﻨﻤﻄﻴﺔ اﻟﻘﺎﺋﻠﺔ ﺑﺄن "اﻟﻨﺎس ﻻ ﺗﻔﻬﻢ اﻟﻔﺼﺤى و
ﺗﻨﻮن اﻟﻤﺴﺢ اﻟﺴﺎﺑﻖ اﻟﺬﻛﺮ، اﻟﺨﺎص ﺑﺪارﺳي  ﻓي إﺳﺒﺎﻧﻴﺎ، ﻋﻠى ﺳﺒﻞ اﻟﻤﺜﺎل، أﻋﺪ اﻟﺒﺎﺣﺚ اﻟﺠﺰاﺋﺮي ﺳﻤﻴﺮ ٣
اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻓي اﻟﺒﻴﺖ اﻟﻌﺮﺑﻲ ﻓي ﻣﺪرﻳﺪ، وﻳﺪﻋﻮ ﻓﻴﻪ إﻟى ﺗﻄﺒﻴﻖ اﻟﻤﻨﻬﺞ اﻟﻤﺘﻜﺎﻣﻞ. إﻧﻬﺎ دﻋﻮة ﻳﺘﺪارﺳﻬﺎ ﻋﺪد 
ﻣﻦ اﻷﻗﺴﺎم ﻓي اﻟﺠﺎﻣﻌﺎت اﻹﺳﺒﺎﻧﻴﺔ وذﻟﻚ ﻣﻦ اﻷﻫﻤﻴﺔ ﺑﻤكﺎن ﻣﺘﺎﺑﻌﺔ ﻧﺘﺎﺋﺞ أي ﻧﺘﺎﻳﺞ ﻇﺎﻫﺮة ﺗﻄﺒﻴﻘﻴﺔ ﻓي ﻫﺬا 
 اﻟﻤﺠﺎل.
                                                     
 إﻏﻨﺎﻃﻴﻮس دي ﺗﻴﺮان
 
ﻣﻊ ﺳﺎﺋﻖ اﻟﺘﺎﻛﺴي اﻟﻌﺮﺑﻲ ﻋﻦ اﻟﺘﻌﺎﻣﻞ  -اﻟﺬي ﺗﻌﻠﻢ اﻟﻔﺼﺤى دون اﻟﻌﺎﻣﻴﺔ–اﻟﻄﺎﻟﺐ 
وﻫي إﺣﺪى اﻟﺸكﺎوى اﻟﺘي أدت إﻟى ﻧﺸﻮء ﻣﺜﻞ ﻫﺬه اﻟﻤﻨﺎﻫﺞ ﺑﻞ  (٣٥: ٩٠٠٢، hsolA)
ﻟﻨﻘﻞ ﺻﺮاﺣﺔ أن ﻣﻌﻈﻢ اﻟﻌﺮب ﻋﻠى ﻣﺨﺘﻠﻒ ﻣﺘﺴﻮﻳﺎﺗﻬﻢ اﻟﺜﻘﺎﻓﻴﺔ ﻳﺴﺘﻄﻴﻌﻮن أن ﻳﻔﻬﻤﻮا 
اﻟﻔﺼﺤى اﻟﻤﺒﺴﻄﺔ، وإن ﻟﻢ ﻳﻘﺪروا ﻋﻠى اﻟﺤﺪﻳﺚ ﺑﻬﺎ ﻓﺈﻧﻬﻢ ﻋﻠى اﻷﻗﻞ ﻳﺴﺘﻄﻴﻌﻮن أن 
 ﻴﺴﺮة ﻫي اﻷﺧﺮى.ﻳﺘﻔﻮﻫﻮا ﺑﻠﻬﺠﺔ ﻣ
اﻟﻔﺼﺤى ﻛﻈﺎﻫﺮة ﻟﻐﻮﻳﺔ ﻻ أﺣﺪ ﻳﺘﻜﻠﻢ ﺑﻬﺎ ﻟﻬﻮ اﻧﻔﺼﺎل ﻋﻦ اﻻﻧﻔﺼﺎل اﻟﻘﺎﻃﻊ  .٢
ﻏﻴﺮ ﻃﺒﻴﻌي وﻣﺼﻄﻨﻊ ﻓي آﺧﺮ اﻟﻤﻄﺎف ﻷن اﻟﻄﺎﻟﺐ اﻷﺟﻨﺒﻲ ﻳﺪﺧﻞ إﻟى اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻋﺎدة 
ﻣﻦ ﺑﻮاﺑﺔ وﺳﺎﺋﻞ اﻹﻋﻼم اﻟﻤﺮﺋﻴﺔ اﻟﺘي ﻣﺎ زاﻟﺖ اﻟﻠﻐﺔ اﻟﺴﺎﺋﺪة ﻓﻴﻬﺎ ﻫي اﻟﻔﺼﺤى )وإن ﻛﺎن 
ﺗﺪﻫﻮر إﻟى ﺣﻀﻴﺾ اﻟﻠكﻨﺔ واﻟﻠﺤﻦ(. وزد ﻋﻠى ذﻟﻚ أن اﻟﻔﺼﺤى اﻟﺘي ﺗﻌﺮﺿﺖ ﻣﺴﺘﻮاﻫﺎ ﻗﺪ 
 ﻟﺪرﺟﺔ ﺗﺤﻮﻟﺖ ﻓي ﺑﻌﺾ اﻷﺣﻴﺎن إﻟى ﻧﻮع ﻣﻦ  "اﻟﻌﺎﻣﻴﺔ اﻟﻔﺼﺤﻮﻳﺔ" ﻟﻌﻤﻠﻴﺔ ﺗﺴﻬﻴﻞ واﺳﻌﺔ
ﻇﻠﺖ وﺳﻴﻠﺔ اﻟﺘﻮاﺻﻞ ﻟﺪى اﻟﻌﺪﻳﺪ ﻣﻦ اﻟﻌﺮب اﻟﻤﻨﺘﻤﻴﻦ ﻟﺠﻨﺴﻴﺎت ﻣﺨﺘﻠﻔﺔ ﻓي ﺗﻌﺎﻣﻼﺗﻬﻢ 
ﻴﻬﺎ ﺑﻴﻦ اﻟﻤﻬﺎرات اﻷرﺑﻊ )اﻻﺳﺘﻤﺎع واﻟﺤﺪﻳﺚ اﻟﻴﻮﻣﻴﺔ. وﻟﻴﺲ ﻣﻦ اﻟﻤﻔﻴﺪ ﺗﻌﻠﻴﻢ ﻟﻐﺔ ﻧﻤﻴﺰ ﻓ
ﻓﺎﻷﻛﺜﺮ ﻣﻼءﻣﺔ ﻣﻦ اﻟﻨﺎﺣﻴﺔ اﻟﺘﺮﺑﻮﻳﺔ أن ﻳﺤﺲ اﻟﻄﺎﻟﺐ ﺑﺄن واﺿﺤﺎ واﻟﻘﺮاءة واﻟكﺘﺎﺑﺔ( ﺗﻤﻴﻴﺰا 
 (.iii: ٤٨٩١، niwrIاﻟﻠﻐﺔ اﻟﺘي ﻳكﺘﺒﻬﺎ ﻳﻤكﻦ أن ﻳﺘﺤﺪث ﺑﻬﺎ أﻳﻀﺎ )
ﻳﺆدي  ﻗﺪ ﺗﹸﻨﻄﻖﺐ وﻟكﻨﻬﺎ ﻻ ﺘوﺗﻜاﻣﺘﺪادا ﻟﻤﺎ ﺳﺒﻖ، اﻻﻋﺘﻘﺎد ﺑﺄن اﻟﻔﺼﺤى ﺗﻘﺮأ  .٣
أو ﻗﺪ —ﺑﺎﻟﻄﻠﺒﺔ إﻟى اﺷﺘﺒﺎه واﺧﺘﻼط ﻓي اﻟﻤﻔﺎﻫﻴﻢ ﻳﻌﻘﺪان ﻣﻦ ﻋﻤﻠﻴﺔ اﻟﺪراﺳﺔ ﻷﻧﻪ ﺳﻴﻈﻦ 
وأﺛﺎرت ﻫﺬه  أن اﻟﻠﻬﺠﺔ اﻟﺘي ﻳﺘﺤﺪث ﺑﻬﺎ ﻓي اﻟﺪرس ﺗﺨﺘﻠﻒ ﺟﺬرﻳﺎ ﻋﻦ اﻟﻔﺼﺤى. —ﻳﻈﻦ
اﻟﻨﻘﻄﺔ ﺑﺎﻟﺬات اﻟﺘﺒﺎﺳﺎ واﺿﺤﺎ ﻟﺪى اﻟﻄﻠﺒﺔ ﻓي ﺟﺎﻣﻌﺔ أوﺗﻮﻧﻮﻣﺎ ﻷﻧﻬﻢ واﺟﻬﻮا ﻣﺸﻘﺔ ﺑﺎﻟﻐﺔ 
ﻧﺺ ﻣكﺘﻮب ﺑﺎﻟﻔﺼﻴﺢ إﻟى ﺣﻮار ﺷﻔﻮي ﺑﺎﻟﻌﺎﻣﻴﺔ دون أن ﻳﻘﺪر أﺣﺪ ﻋﻠى ﻟﺪى اﻻﻧﺘﻘﺎل ﻣﻦ 
ﺗﻘﺪﻳﻢ ﺗﻔﺴﻴﺮ ﻣﻘﻨﻊ ﻳﺒﺮر ﺗﻌﺪدﻳﺔ اﻟﻨﺼﻮص واﻟﻤﺴﺘﻮﻳﺎت، ﻟﺪرﺟﺔ أن اﻟﺒﻌﺾ اﻗﺘﺮح اﺳﺘﺨﺪام 
اﻟﻌﺎﻣﻴﺔ ﻟﺼﻴﺎﻏﺔ اﻟﻨﺼﻮص واﻟﻘﺮاءة ﻓﻴﻤﺎ اﻧﺤﺎز اﻟﺒﻌﺾ اﻵﺧﺮ إﻟى اﻟﻄﻠﺐ اﻟﻤﻌﺎﻛﺲ ﺗﻤﺎﻣﺎ، 
 أي اﻻﻧﻔﺮاد ﺑﺎﻟﻔﺼﺤى ﻓي اﻟﻤﻬﺎرات اﻷرﺑﻊ.
أﺿﻒ إﻟى ذﻟﻚ أن اﻟﻔﺼﺤى ﻳﺘﻢ اﻻﻗﺘﺮاب إﻟﻴﻬﺎ ﻋﻠى أﺳﺎس أﻧﻬﺎ ﻛﺎﺋﻨﺔ ﻣﺤكﻮم  .٤
ﻋﻠﻴﻬﺎ ﺑﺎﻟﻨﺤﻮ واﻹﻋﺮاب واﻟﺼﺮف، ﻋﻠى ﺧﻼف اﻟﻠﻬﺠﺔ اﻟﺘي ﻳﻨﻈﺮون إﻟﻴﻬﺎ ﺑﺎﻋﺘﺒﺎرﻫﺎ "ﻛﺎﺋﻨﺔ 
ﻌﻴﺔ اﻟﺤﺎل. وﻣﻤﺎ ﻳﺰﻳﺪ اﻟﻄﻴﻦ ﺑﻠﺔ أن ﺑﻌﺾ ﻴﻻ ﻗﻮاﻋﺪ ﻟﻬﺎ" وﻫﻮ ﻗﻮل ﻟﻴﺲ ﺑﺎﻟﺪﻗﻴﻖ ﺑﻄﺒ
ﻟﻐﺔ اﺻﻄﻨﺎﻋﻴﺔ اﺗﻔﻖ ﻋﻠﻴﻬﺎ اﻟﻌﺮب ﻗﺪﻳﻤﺎ، وﻫﻢ  اﻷﺳﺎﺗﺬة ﻳﺆﻛﺪون ﻟﻠﻄﻠﺒﺔ أن اﻟﻔﺼﺤى
أﺻﺤﺎب اﻟﻠﻬﺠﺎت اﻟﻤﺨﺘﻠﻔﺔ، ﻟكي ﺗﻜﻮن ﻟﻐﺔ اﻟﺘﻮاﺻﻞ ﻓﻴﻤﺎ ﺑﻴﻨﻬﻢ، أو ﻳﻘﻮﻟﻮن إﻧﻬﺎ ﻛﺎﻧﺖ ﻓي 
اﻷﺻﻞ ﻟﻬﺠﺔ ﻋﺮﺑﻴﺔ أﺧﺮى ﺻﺎرت ﻟﻐﺔ رﺳﻤﻴﺔ ﻻﺣﻘﺎ ﺑﺤكﻢ اﻋﺘﺒﺎرات دﻳﻨﻴﺔ وﺳﻴﺎﺳﻴﺔ، دون 
 ﺸﺘﺮك.أن ﻳﺮﻛﺰوا ﻋﻠى أوﺟﻪ اﻟﺘﺸﺎﺑﻪ ﺑﻴﻦ اﻟﻔﺼﺤى واﻟﻠﻬﺠﺎت وﻣﺼﻴﺮﻫﺎ اﻟﻤ
ﻣﻊ دارﺳي  اﻟﻤﺴﻮح اﻟﺘي أﺟﺮﻳﺖ، وﻣﻌﻬﺎ اﻻﺳﺘﻔﺴﺎرات واﻟﻤﻘﺎﺑﻼت اﻟﺸﺨﺼﻴﺔ، .٥
اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻓي ﺟﺎﻣﻌﺔ أوﺗﻮﻧﻮﻣﺎ ﺗﺪل أﻳﻀﺎ ﻋﻠى أن اﻟﻄﻠﺒﺔ ﻳﺆﻣﻨﻮن ﺑﺄن اﻟﺘﻮﺻﻞ إﻟى ﻣﺴﺘﻮى 
ﺷﻔﺎﻫي ﻋﺎل ﻓي اﻟﻔﺼﺤى ﻳﺆﻫﻠﻬﻢ ﻟﺘﻌﻠﻢ اﻟﻠﻬﺠﺎت ﺑﺴﺮﻋﺔ ﻷﻧﻬﻢ ﻋﻠى ﻗﻨﺎﻋﺔ ﺑﺄن إﺟﺎدة 
وﻫﺬا –ﻮن ﻣﻊ ﻣﺘﻄﻠﺒﺎت اﻟﻌﺎﻣﻴﺔ ﻓي ﻛﻞ ﻣكﺎن. وﺑﺪا ﻟي اﻟﺤﺪﻳﺚ ﺑﺎﻟﻔﺼﺤى ﺳﺘﺠﻌﻠﻬﻢ ﻳﺘﻜﻴﻔ
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 ﻓي ﻣﺎ ﻗﺎﻟﻪ اﻷﺳﺘﺎذ اﻟﺴﺎﻣي
أن اﻟﻨﺎﻃﻖ ﺑﺎﻟﻌﺮﺑﻴﺔ اﻟﺬي ﻳﻨﺘﻘﻞ إﻟى ﺑﻠﺪ ﻋﺮﺑﻲ ﺗﺴﻮد ﻓﻴﻪ ﻟﻬﺠﺔ ﻣﺨﺘﻠﻔﺔ ﺟﺪا  -اﻧﻄﺒﺎع ﺧﺎص
ﻋﻦ ﻟﻬﺠﺘﻪ )ﻛﻤﺎ ﻫﻮ اﻟﺤﺎل ﺑﻴﻦ اﻟﻤﺸﺎرﻗﺔ واﻟﻤﻐﺎرﺑﺔ ﻣﺜﻼ( ﻳﺰداد ﻗﺪرة ﻋﻠى اﺳﺘﻴﻌﺎب اﻟﻌﺎﻣﻴﺔ 
اﻟﻄﻠﺒﺔ اﻷﺟﺎﻧﺐ اﻟﺬﻳﻦ درﺳﻮا ﻟﻬﺠﺔ اﻟﻤﻌﻨﻴﺔ إذا ﻛﺎن ﻳﻌﺮف اﻟﻔﺼﺤى ﺟﻴﺪا. وﻳﺸكﻮ ﻣﻌﻈﻢ 
ﻣﻦ ﻋﺠﺰﻫﻢ ﻋﻦ اﺳﺘﻴﻌﺎب ﻟﻬﺠﺔ أﺧﺮى ﻷﻧﻬﻢ  واﺣﺪة دون ﻏﻴﺮﻫﺎ وﻟﻢ ﻳﺘﻨﺎوﻟﻮا اﻟﻔﺼﺤى ﻗﻂ
ﻳﻔﺘﻘﺮون إﻟى اﻷدوات اﻟﻤﻄﻠﻮﺑﺔ ﻟﺬﻟﻚ، ﻧﺎﻫﻴﻚ ﻋﻦ ﻣﺼﺎﻋﺒﻬﻢ ﻟﻘﺮاءة اﻟﺠﺮاﺋﺪ أو ﻛﺘﺎﺑﺔ ﺟﻤﻞ 
 ﺑﺴﻴﻄﺔ.
 اﻻﻧﺤﻴﺎز ﻟﻠﻬﺠﺎت ﻓي ﻣﺠﺎل اﻟﻤﻬﺎرة اﻟﺸﻔﺎﻫﻴﺔ ﻳﺘﺮﺗﺐ ﻋﻠﻴﻪ إﺷكﺎل ﻣﻀﺎف .٦
ﺘﻤﺜﻞ ﻓي ﻫﻮﻳﺔ اﻟﻠﻬﺠﺔ اﻟﻤﺨﺘﺎرة، ﺛﻢ ﻛﻴﻒ ﻧﻨﺘﻘﻞ ﻣﻦ ﻟﻬﺠﺔ إﻟى أﺧﺮى دون أن ﺗﻜﻮن ﻫﻨﺎك ﻳ
وﺻﻠﺔ ﺑﻴﻨﻬﻤﺎ ﺑﻌﺪ ﺗﻐﻴﻴﺐ اﻟﻔﺼﺤى ﻋﻦ اﻟﻤﻌﺎدﻟﺔ. وﻗﺪ ﺗﺘﻐﻴﺮ ﻧﺰﻋﺎت اﻟﻄﻠﺒﺔ إﻟى ﻫﺬه اﻟﻠﻬﺠﺔ 
 ﺧﻠﻔﻴﺘﻬﻢ اﻟﺜﻘﺎﻓﻴﺔ وﻋﻼﻗﺎت ﺑﻼدﻫﻢ ﺑﺎﻟﺒﻠﺪان اﻟﻌﺮﺑﻴﺔ وأوﻟﻮﻳﺎﺗﻬﻢ اﻟﻤﻬﻨﻴﺔ أو ﺗﻠﻚ ﺑﺤكﻢ
ﺎت اﻟﻤﺘﺤﺪة ﻳﻔﻀﻠﻮن اﻟﻠﻬﺠﺎت اﻟﻤﺸﺮﻗﻴﺔ ﻓي ﻣﻘﺪﻣﺘﻬﺎ اﻟﻤﺼﺮﻳﺔ واﻟﺸﺎﻣﻴﺔ ﻓﺎﻟﻄﻠﺒﺔ ﻓي اﻟﻮﻻﻳ
ﻓي ﺣﻴﻦ ﻳﻨﺤﺎز اﻟﻄﻼب ﻓي ﺟﻨﻮب أوروﺑﺎ ﻟﻠﻬﺠﺎت اﻟﻤﻐﺎرﺑﻴﺔ ﻷﺳﺒﺎب ﺟﻐﺮاﻓﻴﺔ وﺗﺎرﻳﺨﻴﺔ 
 وﻫﺠﺮﻳﺔ ﺟﻠﻴﺔ، وﻫﺬا ﻣﺎ ﻳﻌﺮﻗﻞ ﻣﺴﺎﻋي ﺗﻮﺣﻴﺪ اﻟﻤﻘﺮرات واﻷﺳﺎﻟﻴﺐ اﻟﺘﺮﺑﻮﻳﺔ.
ﻈﺮي ﻹﻣﻼءات اﻟﻤﻨﻬﺞ، ﻷﺳﺒﺎب ﻛﺜﻴﺮة ﺗﻤﺘﺪ ﻣﻦ اﻟﻌﻘﺎﺋﺪﻳﺔ إﻟى ﻣﺠﺮد ﺳﻮء ﻓﻬﻢ ﻧ .٧
ﻳﻌﻤﻞ ﺑﻌﺾ اﻷﺳﺎﺗﺬة ﺑﻄﺮﻳﻘﺔ ﻏﻴﺮ ﻣﺘﻌﻤﺪة ﻓي اﻟﻐﺎﻟﺐ ﻋﻠى ﻣﺨﺎﻟﻔﺔ ﻗﻮاﻋﺪ اﻟﻤﻘﺎرﺑﺔ 
اﻟﻤﺘﻜﺎﻣﻠﺔ وذﻟﻚ ﻋﻦ ﻃﺮﻳﻖ ﺣﺬف اﻟﺮواﺑﻂ اﻟﻌﻀﻮﻳﺔ اﻟﺘي ﺗﺮﺑﻂ ﻓﻴﻪ ﺑﻴﻦ اﻟﻔﺼﺤى واﻟﻌﺎﻣﻴﺔ 
وذﻟﻚ ﻋﻦ ﻃﺮﻳﻖ اﺳﺘﺨﺪام اﻷﻗﺴﺎم اﻟﻤﺴﺠﻠﺔ ﺑﺎﻟﻌﺎﻣﻴﺔ ﻟﻤﻮاد اﻟﻠﻬﺠﺎت وﻫي اﻟﻤﻮاد اﻟﻤﻨﺪرﺟﺔ 
اد ﺗﺪرس ﻓي رات ﻓﻘﻪ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ اﻟﻘﺎﺋﻤﺔ ﻓي اﻟﺠﺎﻣﻌﺎت اﻹﺳﺒﺎﻧﻴﺔ )وﻫي ﻣﻮﻓي ﻣﻘﺮ
ﺔ اﻟﻤﺨﺘﺎرة(. ـﺧﺘﺼﺎص وﻋﺎدة ﻣﺎ ﺗﻜﻮن اﻟﺪارﺟﺔ اﻟﻤﻐﺮﺑﻴﺔ ﻫي اﻟﻠﻬﺠﻦ اﻷﺧﻴﺮﺗﻴﻦ ﻟﻼـاﻟﺴﻨﺘﻴ
وﻟﻠﻤﻔﺎرﻗﺔ أن ﻳﺘﻢ ﺗﻔﻜﻴﻚ ﻣﺎ ﺳﺒﻖ ﺗﺠﻤﻴﻌﻪ. وﻫكﺬا ﻳﺠﺮي ﺗﻘﻮﻳﺾ ﻧﻤﻮذج "ﻳﻘﻮم ﻋﻠى 
ﻦ ـﺠي ﻳﺴﻤﺢ ﻟﻬﻢ ﺑﺈدراك ﻣﺪى ﻋﻤﻖ اﻟﺼﻠﺔ ﺑﻴﺗﻌﺮﻳﺾ اﻟﻄﻼب إﻟى اﻟﻌﺎﻣﻴﺔ ﺑﺸكﻞ ﺗﺪرﻳ
اﻟﻔﺼﺤى واﻟﻌﺎﻣﻴﺔ وﻳﺴﺎﻋﺪﻫﻢ ﻋﻠى ﺗﻄﻮﻳﺮ ﻗﺪراﺗﻬﻢ ﻓي ﻛﻼم اﻟﺪاﺋﺮﺗﻴﻦ" )اﻟﺒﻄﻞ وﺑﺮوﺳﺘﺎد 
 (.ivx: ٦٠٠٢واﻟﺘﻮﻧﺴي، 
ﻓي اﻟﺨﺘﺎم، ﻣﺎ ﻧﺮاه ﻧﺤﻦ أن ﺗﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ ﻓي ﺟﺎﻣﻌﺎﺗﻨﺎ ﻻ ﻳﺘﻄﻠﺐ إﻋﺎدة اﻟﺠﺪاﻻت 
ﻳﺪﻳﻮﻟﻮﺟي ﺣﻮل اﻟﻠﻬﺠﺔ واﻟﻔﺼﺤى، وﻫي اﻟﻘﺪﻳﻤﺔ اﻟﺠﺪﻳﺪة اﻟﻤﺼﺒﻮﻏﺔ ﺑﺎﻟﻠﻮن اﻟﺴﻴﺎﺳي اﻹ
ﻓي ﻧﻈﺮﻧﺎ، ﻧﻘﺼﺪ اﻟﺘﻮﻓﻴﻖ ﺑﻴﻨﻬﻤﺎ وإﻋﺎدة اﻻﻋﺘﺒﺎر إﻟﻴﻬﻤﺎ ﻣﻌﺎ، اﻟﻤﻴﺰة اﻷﻛﺜﺮ إﻳﺠﺎﺑﻴﺔ ﻓي 
ﻣﻀﻤﺎر اﻟﻤﻘﺎرﺑﺔ اﻟﻤﺘﻜﺎﻣﻠﺔ. ﺑﻌﺪ أن ﺳﺎد ﻟﻤﺪة ﻃﻮﻳﻠﺔ اﻹﺣﺴﺎس ﺑﺄن اﻟﻠﻬﺠﺔ ﺷيء ﻓﻆ ﺑﺬيء 
اﻟﻔﺼﺤى اﻧﺘﺼﺎرا  ﻳﺴﺤﺘﺴﻦ اﻟﺘﺨﻠي ﻋﻨﻪ ﻻ داﻋي اﻵن أن ﻧﻨﻘﻠﺐ ﺑﻤﺜﻞ ﻫﺬه اﻟﺸﺮاﺳﺔ ﻋﻠى
ﻬﺠﺎت اﻟﻌﺮﺑﻴﺔ ﻟﻴﺴﺖ ﻇﺎﻫﺮة ﻣﻨﺤﻄﺔ ﻛﻤﺎ أن اﻟﻔﺼﺤى ﻌﺘﻘﺪات ﻟﻐﻮﻳﺔ ﻟﻢ ﺗﺜﺒﺖ ﺻﺤﺘﻬﺎ. اﻟﻠﻟﻤ
إﻗﺤﺎﻣﻨﺎ وﻃﻼﺑﻨﺎ ﻓي ﺗﺠﺎرب إﺷكﺎﻟﻴﺎت ﻏﻴﺮ  ﻟﻴﺴﺖ ﻟﻐﺔ اﺻﻄﻨﺎﻋﻴﺔ. ﻣﻬﻤﺘﻨﺎ ﻛﻤﻌﻠﻤﻴﻦ ﻟﻴﺴﺖ
ﻓﻀﻞ اﻟﻄﺮق، وإن ﻛﺎن اﻟﺒﻌﺾ ﻣﻀﻤﻮﻧﺔ اﻟﻨﺘﺎﺋﺞ ﺑﻞ ﺗﻤكﻴﻦ اﻟﻨﺎس ﻣﻦ ﺗﻌﻠﻢ ﻟﻐﺎت أﺟﻨﺒﻴﺔ ﺑﺄ
زدواﺟﻴﺔ اﻟﻠﻐﻮﻳﺔ ﻛﺎرﺛﺔ ﻓﺈﻧﻨﺎ ﻧﻌﺘﺒﺮﻫﺎ ﺧﺎﺻﻴﺔ ﻳﺠﺐ أن ﻧﺘﻌﺎﻣﻞ ﻣﻌﻬﺎ ﺑﺼﻮرة إﻳﺠﺎﺑﻴﺔ ﻳﻌﺪ اﻻ
ﺑﻨﺎءة. اﻟﻤﺸكﻠﺔ أﻧﻨﺎ، أﻧﺎ ﻋﻠى اﻷﻗﻞ، ﻟﻢ ﻧﻬﺘﺪ إﻟى ﻣﻨﻬﺞ ﺷﻤﻮﻟي ﻳﺘﻴﺢ اﻟﺘﻐﻠﺐ ﻋﻠى ﻫﺬه 
اﻹﺷكﺎﻟﻴﺎت وﻳﺠﻌﻞ ﻣﻬﻤﺔ اﻟﺘﺪرﻳﺲ واﻟﺪراﺳﺔ ﻧﺸﺎﻃﺎ ﻳﺴﺘﻔﻴﺪ ﻣﻨﻪ اﻟكﻞ ﺑﺄرﻳﺤﻴﺔ وﺳﻼﺳﺔ، 
 77 ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ وﺗﻌﻠﻤﻬﺎ
 
 إﻏﻨﺎﻃﻴﻮس دي ﺗﻴﺮان
 
ﺑﻤﺒﺎدرات ﻛﺎﻟﻤﺘﻤﺜﻠﺔ ﻓي اﻟﻤﻨﻬﺞ اﻟﻤﺘﻜﺎﻣﻞ ﻣﻦ أﺟﻞ إرﻓﺎدﻫﺎ  وﻟﺬﻟﻚ ﻳﻨﺒﻐي داﺋﻤﺎ اﻟﺘﺮﺣﻴﺐ
 وﺗﻘﻮﻳﺘﻬﺎ ﻗﺪر اﻟﻤﺴﺘﻄﺎع.
 اﻟﻤﺮاﺟﻊ ․٤
 ﻠﻐﺔ اﻟﻌﺮﺑﻴﺔﻟاﻟﻤﺮاﺟﻊ ﺑﺎ․١․٤
اﻟكﺘﺎب اﻷﺳﺎﺳي ﻓي ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ( ٧٨٩١اﻟﺒﻄﻞ )م. ﻋﺒﺪ اﻟﻠﻄﻴﻒ، وم. ﺑﺪوي، م. و
ﺔ واﻟﺜﻘﺎﻓﺔ ، ﺗﻮﻧﺲ: اﻟﻤﻨﻈﻤﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻠﺘﺮﺑﻴاﻟﺠﺰء اﻟﺜﺎﻧي، ﻟﻐﻴﺮ اﻟﻨﺎﻃﻘﻴﻦ ﺑﻬﺎ
 واﻟﻌﻠﻮم.
ﺗﻌﻠﻴﻢ وﺗﻌﻠﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻠﻨﺎﻃﻘﻴﻦ ﺑﻐﻴﺮﻫﺎ. ﻃﺮح اﻟﻤﻘﺎرﺑﺔ اﻟﻤﺘﻜﺎﻣﻠﺔ ( ١١٠٢ﺗﻨﻮن، س.)
اﻟﺤﺎﻟﺔ اﻟﻤﺪروﺳﺔ: اﻟﺒﻴﺖ اﻟﻌﺮﺑﻲ ﻓي . اﻧﻄﻼﻗﺎ ﻣﻦ دراﺳﺔ ﻟﺤﺎﺟﺎت وآراء اﻟﻄﻠﺒﺔ
 .، رﺳﺎﻟﺔ ﻟﻨﻴﻞ اﻟﻤﺎﺟﺴﺘﺮ، ﺟﺎﻣﻌﺔ ﻛﻮﻣﺒﻠﻮﺗﻴﻨﺴي ﻓي ﻣﺪرﻳﺪ )ﻏﻴﺮ ﻣﻨﺸﻮر(ﻣﺪرﻳﺪ
: ﺑﻴﺮوت ،اﻟﻮﺳﻄى اﻟﻌﺮﺑﻴﺔ اﻟﻠﻐﺔ ﻗﻀﻴﺔ ﻓي دراﺳﺔ. اﻟﺜﺎﻟﺜﺔ اﻟﻠﻐﺔ ﻧﻈﺮﻳﺔ( ٥٠٠٢. )م اﻟﻤﻌﺘﻮق،
 .اﻟﻌﺮﺑﻲ اﻟﺜﻘﺎﻓي ااﻟﻤﺮﻛﺰ
 اﻟﻤﺮاﺟﻊ ﺑﻠﻐﺎت ﻏﻴﺮ اﻟﻌﺮﺑﻴﺔ ․١․٤
-nA )28002( zeréP .M & añeP .A .M ,radóJ .A ,aícraG .A ,.D .J ,raliugA
-ublA :aíremlA ,DC y soicicreje ed orbil ,onmula led orbiL .1A .arufan
 .aryaj
 .aryajublA :aíremlA ,roseforp led orbiL .1A .arufan-nA )28002( ————
 ot tnioP hcihW tA :muunitnoC egaugnaL cibarA ehT“ ,)9002( .M ,hsolA
 .85-35 ,46  weiveR LFTCEN ,”tratS
 dna seussI :egaugnaL ngieroF a sa cibarA fo gnihcaeT ehT )5991( ).de( lataB-lA
 naciremA :ovorP ,)2 .on seires hpargonoM ayyibarA -lA( snoitceriD
 .cibarA fo srehcaeT fo noitaicossA
-emlA ,ebará arutircse al a nóicaicinI .1A .nyAʿ-lA )9002( .E ,adenomiT ocsoB
  .aryajublA :aír
 :CD notgnihsaW ,baatiK-la )1002( isnoT-la .A & lataB-la .M ,K ,datsurB
 .sserPytisrevinU nwotegroeG
 ni snoitasrevnoC ,imzA .S & ehcuoccaB .B ni ”droweroF“ )4891( .W ,niwrI
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Developing Attitudes toward Learning Arabic as  
a Foreign Language among American University 
and College Students 
  
MARTIN ISLEEM 
Bucknell University ~ martin.isleem@bucknell.edu 
This study investigates the developing attitudes of American university and 
college students toward learning Arabic as a Foreign Language. The pri-
mary goal of this examination is to shed light on the ways in which stu-
dents' attitudes toward learning Arabic affect their motivation to learn the 
language, as well as their commitment to learning it. A secondary goal of 
this study is to reveal students' perceptions of the use of both Spoken and 
Standard Arabic in the classroom, and what effect their perceptions may 
have on their developing attitudes toward Arabic, and their motivation to 
learn the language and study its culture. A self-report questionnaire was 
utilized, which was divided into three parts. The first part was designed to 
obtain background information and information regarding the participants’ 
Arabic learning experience. The second part was developed to obtain 
attitudinal perceptions toward Arabic language varieties and Arabic culture, 
as well as participants' overall attitudes toward learning Arabic. This part 
of the questionnaire was designed to elicit information regarding the 
students’ attitudes prior to taking any Arabic classes, and their attitudes 
upon completion of at least one Arabic course. The findings revealed that 
a more positive perception toward learning Spoken Arabic was developed 
over the course of the Arabic language classes, however participants also 
reported less positive attitudes toward learning Modern Standard Arabic, 
along with a negative perception of the dominance of Modern Standard 
Arabic in the classroom. The findings also indicate that instrumental 
motivation is more important than any other type among students who 
continue in the program and take advanced Arabic.   
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1. Introduction 
There are overwhelming challenges facing those who teach Arabic in U.S. 
universities. Perhaps the most crucial are the lack of qualified teachers, and 
the prevailing ideology in American universities —similar to the Arab World 
model— in which Modern Standard Arabic (MSA) is given priority over the 
Spoken Arabic varieties (Ryding, 1995: 226). In light of these major peda-
gogical and ideological challenges, this study aims to explore Arabic 
learners’ opinions on their own learning needs and orientations toward the 
Arabic language. More specifically, this study investigates the developing 
attitudes of American students toward learning Arabic language varieties, 
and in which way the integration or disintegration of Spoken Arabic corre-
lates with their attitudes and motivations toward learning the Arabic 
language. 
Global interest in the Arabic language has increased since the tragic 
events of September 11, 2001 in the U.S, and the rise of political Islam and 
other political developments in the Middle East, North Africa, and South 
Asia. According to surveys by the Modern Language Association (MLA), 
Arabic course enrollments increased by 127 percent between 1998 and 2006 
(MLA, 2007), and 46.3 percent between the years 2006 and 2009 (MLA, 
2010). In 2006 Arabic was the tenth most studied foreign language at U.S. 
colleges and universities, in 2009 Arabic continued to draw the interest of 
the American college student, jumping to eighth place on the list of most 
studied foreign languages, ahead of both Russian and Latin.  
In response to the increasing interest in learning the Arabic langua-
ge, American universities and colleges have developed new Arabic pro-
grams to meet the need and demand for Arabic language education. The 
U.S. government allocates a significant, but inconsistent, amount of fun-
ding for Arabic language training through a variety of federal grants and 
scholarships made available for students of Arabic in U.S. universities and 
abroad programs in the Middle East and North Africa (Al-Batal, 2007: 
269; Al-Batal & Belnap, 2006: 391). 
However, the lack of educational vision and a systematic policy of 
proficiency-based instruction in the United States has generated major 
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pedagogical challenges. One of the most crucial challenges is the shortage 
of qualified and trained Arabic teachers (Al-Batal, 2007: 269-270). Arabic 
programs in American universities have relied on Arabic native speakers 
who teach in disciplines such as history and political science who simply 
do not have the strong pedagogical foundations necessary to teach Arabic 
as a Foreign Language.  
Additionally, the increasing interest in Arabic as well as the learning 
needs of students have fostered the need to change the prevailing Arabic 
program curricula in American universities. The majority of the new Ara-
bic programs in American universities have adopted and implemented the 
traditional methodology of Teaching Arabic as a Foreign Language. One 
of the manifestations of the pedagogical orientation of these Arabic pro-
grams is the prioritizing of MSA, the more prestigious variety, over Spoken 
Arabic varieties. Spoken Arabic varieties are considered to be less impor-
tant and less worthy of studying for research. Because of this reality, most 
American schools of higher education have chosen to give little attention 
to Spoken Arabic varieties, and if it is considered, Spoken Arabic is taught 
separately (Al-Batal & Belnap, 2006: 396). A small number of American 
universities have begun to recognize the importance of integrating multiple 
registers in the classroom, as in the real lives of native speakers of Arabic, 
but these universities are the exception rather than the norm (Al-Batal & 
Belnap, 2006; Wahba, 2006; Younes, 2010, 2006, 1995). 
2. Review of the literature: Learning motivations and attitudes  
Learners’ attitudes toward a second or foreign language (L2) play a critical 
and major role in the language acquisition process (Crookes & Schmidt, 
1991; Dornyei, 2001; Gardner, 1985; Lambert; 1955; Oxford & Shearin, 
1994). Research findings indicate that there is a strong correlation between 
attitudes toward the target language and achievement, in that positive atti-
tudes improve both the learner's motivation and his or her achievement, 
while negative attitudes toward an L2 demotivate learners (Cook, 1996; 
Domyei & Skehan, 2003; Gardner, 1985; Gardner & Clément, 1990). 
Other studies confirm that a positive attitude toward an L2 and its culture 
is a significant predictor of a learner's motivation to continue studying the 
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language (Donitsa-Schmidt et al., 2004; Gardner & Maclntyre, 1991). Pro-
moting positive attitudes in learners is a key concept of learning moti-
vation in which attitude is a subcomponent of a larger construct of lear-
ning motivation factors, as Gardner (1985: 146-149) proposed. 
Although scholars in the field of educational psychology tend to 
accept the definition of motivation as proposed by Ryan & Deci that “to 
be motivated is to be moved to do something” (Ryan & Deci, 2000: 54), 
motivation appears to be a more complex phenomena comprised of inter-
twining psychological, cultural, and social variables.   
Gardner (1985: 10) refers to motivation as a socio-educational model 
of second-language acquisition involving three components: effort, desire 
to achieve a goal, and attitude. Moreover, he distinguishes between two 
major types of motivations: integrative and instrumental. The former 
refers to a sincere and personal interest in the target language, culture and 
people, whereas the latter refers to the achievement of a practical goal such 
as course credit or a job promotion motivate the student to learn (Gard-
ner, 1985; Gardner & Lambert, 1972; Gardner & Maclntyre, 1991). Early 
studies of motivation suggested that integrative motivation is a stronger 
indicator of achievement than instrumental motivation (Gardner & Lam-
bert, 1972). However, the dichotomy of integrative versus instrumental 
cannot be understood as static and straightforward but rather dynamic and 
under constant effect of the socio-cultural context (Gardner & Maclntyre, 
1991). There are several other factors that affect students’ learning motiva-
tions such as the relevance of the teaching task, textbooks and other mate-
rials (Brown, 1981; Fragman, 2000), the needs of students and the attitudes 
of their parents toward the target language, and teaching methodology 
(Crookes & Schmidt, 1991; Donitsa-Schmidt et al., 2002; Donitsa-Schmidt 
et al., 2004).  
The findings of Donitsa-Schmidt et al.’s (2004, 2002) study showed 
that the pedagogical decision of which variety of Arabic is to be taught in 
the classroom was found to have a profound influence on students’ moti-
vations and attitudes. Donitsa-Schmidt et al. (2004) conducted a study on 
4.000 students who are native speakers of Hebrew from 38 Jewish primary 
schools in the Tel Aviv area who learned Arabic as a Foreign Language. 
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This study found that the students were more motivated to learn Spoken 
Arabic than those who learned only MSA (Donitsa-Schmidt et al., 2004). 
The study also confirmed that younger students who learned spoken Ara-
bic held a more positive attitude toward the Arabic language and Arab cul-
ture than those who were not exposed to Arabic until they were older (see 
also Donitsa-Schmidt et al., 2002). The study reports that there is a corre-
lation between students’ attitudes and the attitudes of their parents, an im-
portant factor in the acquisition of the Arabic language in Jewish schools. 
The degree of satisfaction with both the study of Arabic and the methods 
used to teach is another factor that researchers believe influences the 
motivation of Jewish students to study Arabic.  
Language acquisition researchers have also focused their attention 
on self-determination motives, such as ‘intrinsic motivation’ which is cha-
racterized by the personal satisfaction and joy of learning an L2, and 
‘extrinsic motivation’ in which learning an L2 promises some kind of 
external reward (Deci & Ryan, 1985; Noels, 2003). 
3. The purpose of this study 
This study aims to explore the attitudes and motivations of American stu-
dents who study Arabic in American schools of higher education. Based 
on the students’ self-reporting of their attitudes, the study also aims to exa-
mine whether or not their attitudes toward learning Arabic changed after 
taking Arabic courses. 
Furthermore, the current study attempts to provide answers to the 
following questions: 
▪ What type of motivation influences American students to want to 
learn Arabic? Do these motivations change after a student takes Arabic 
courses? 
▪ What kinds of attitudes do American students hold toward learning 
Arabic, Arabic varieties and Arab culture prior to taking Arabic? Do 
these attitudes change after a student takes Arabic courses? 
▪ In which ways can this study contribute to enhancing the experien-
ce of teaching Arabic as a Foreign Language?    
Teaching and Learning the Arabic Language 85 
 
M. ISLEEM  
 
4. Methodology and procedure  
An attitude questionnaire was developed and distributed anonymously to 
American students through a list of directors of Arabic programs and 
Arabic teachers in the United States. In addition, the questionnaire was 
distributed through the website https://listserv.byu.edu/cgi-bin/wa?A0 
=ARABIC-L, an Arabic mailing list for Arabic linguistics professionals 
and those teaching Arabic, sponsored by Brigham Young University and 
the American Association of Teachers of Arabic. The questionnaire is 
comprised of three major sections made up of background questions, mo-
tivation questions and questions on attitude. Background questions aim to 
elicit demographic and Arabic learning history information. Among these 
questions are gender, with a two-response scale: female and male;  a ques-
tion about whether family members of the participant speak Arabic or not; 
a question on how many Arabic courses the participants have taken, a 
variable categorized with a four-response scale: up to two courses, more 
than two courses but less or equal to four courses, more than four courses 
but less or equal to six courses, and more than six courses; a question on 
whether or not the participant has been involved in any study abroad 
program, and, if so, the length of the program; and two questions inquiring 
about any exclusive spoken Arabic and/or Arabic culture courses the 
participant may have taken.  The questionnaire also asks which textbooks 
students have used.  
The questionnaire’s inquiry about the students’ motivations was eli-
cited through two questions, one “What was the main reason behind ta-
king Arabic in college”, and the second being “What is the main reason 
that encouraged you to continue taking Arabic?”. The students’ responses 
were grouped into four coding categories, instrumental motivations, inte-
grative motivations, intrinsic motivations, and mixed motivations. 
The questions on attitude were based on a seven-response Likert 
scale: strongly agree, agree, neither agree nor disagree, disagree, strongly di-
sagree, I do not know and not applicable. The questionnaire contained nine 
statements designed to elicit the participant's attitude prior to taking Arabic 
courses. These statements include two general attitude statements toward 
the Arabic language: “The Sound of Arabic attracted me”, and “I found 
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Arabic calligraphy to be very nice”; two attitude statements regarding Ara-
bic culture: “I found  the Arabic culture interesting”, and “I liked Arabic 
music”; three attitude statements toward learning Arabic in general: “I per-
ceived Arabic as an attractive language to learn”, “I perceived Arabic as an 
easy language to learn”, and “I really wanted to learn Arabic”; one state-
ment toward learning MSA: “I was very interested in learning Standard 
Arabic”; and one statement toward learning spoken Arabic: “I was very 
interested to learn how to speak with Arabic native speakers”.  
Another thirteen attitude statements were included in the question-
naire to elicit information on the students’ attitudes after taking Arabic 
courses. These included an attitude statement toward Arabic language in 
general: “I think Arabic is a nice language”; an attitude statement on Ara-
bic culture: “I would like to learn more about Arabic culture”; three 
attitude statements on learning Arabic in general: “I like learning Arabic”, 
“In general, I find that learning Arabic is fun”, and “I would like to 
continue taking more Arabic courses”;  three attitude statements toward 
MSA: “I'm more interested in learning Standard Arabic”, “In general, I 
find that learning Standard Arabic is fun”, and “I like when the professor 
talks to us in Standard Arabic” The survey also included four attitude 
statements on spoken Arabic: “I am more interested in learning Spoken 
Arabic", "In general, I find that learning Spoken Arabic is fun”, “I want to 
be able to communicate more with Arabic native speakers”, and “I like 
when the professor talks to us in Spoken Arabic”; and one attitude state-
ment on how Arabic is taught in class: “I like the way Arabic is taught in 
the class”.  
5. Results  
5.1. Background and Arabic learning experience variables 
The attitude questionnaire was voluntarily self-administered by a sample of 
102 American students who had taken Arabic courses in American schools 
of higher education. The sample included participants from 14 American 
universities and colleges. Sixty-five (63.7%) female participants completed 
the survey, while 37 (36.3%) males responded to the survey. Only 20 
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(19.6%) participants stated that they had a family member who speaks 
Arabic, while a significant majority, 82 (80.4%) indicated that they did not 
have a family member who speaks Arabic. With regard to Arabic learning 
experience variables, most of the students, 91 (91.1%), studied with the Al-
Kitaab textbook series, while only 10 (9.9%) participants have used a 
different textbook. The great majority of participants (80.4%) indicated 
that MSA was the main variety taught in the classroom, while only 14.7% 
of them indicated that both MSA and Spoken Arabic were presented 
equally in the classroom.  Nearly two-fifths, 42 (41.6%) of the respondents 
had participated in a study abroad program, while the rest did not. Forty-
six participants (45.5%) had taken Spoken Arabic courses, and 26 parti-
cipants (25.7%) had taken Arabic culture courses. The responses to the 
question of “How many Arabic course have you taken?” revealed well-ba-
lanced representations of the four categories. Nearly 28% (27.5) parti-
cipants indicated that they had taken up to two Arabic courses, 29% (28.4) 
indicated that they had taken between two and four courses, 18% (17.6) 
responded that they had taken between four and six Arabic courses, and 
27% (26.5) participants indicated that they had taken more than six cour-
ses.  
5.2. Motivation factor results 
Table 1 shows the participants’ motivations for learning Arabic, the results 
indicating that most of the students chose to learn Arabic mainly due to 
instrumental motivations (62.5%), while other motivation types are less 
significant. However, it seems that while for those who are planning to 
continue Arabic intrinsic motivation (33.3%) plays a greater role in their 
decision, instrumental motivation (53.9%) is still the dominant motivator 
among American students.     
The dominance of instrumental motivations among American stu-
dents can be explained by the market’s demand for Arabic and the expec-
ted rewards for a professional who is fluent in Arabic. Here are some 
examples of instrumental motivations that the students mentioned in the 
survey: 
“I needed to take it for school and I thought it would be a good 
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language to know for career advancement";  "Interested in applying Arabic 
in a professional setting in the future"; "required language for Middle East 
studies major"; "I was interested in going into journalism or political 
science, and thought it might be helpful to know Arabic so that I could 
work in the Middle East or study it"; and "I'm also an International 
Relations major, and I think with current events progressing as they are, 
Arabic would be a good language to know for procuring jobs, etc". 
 
 Responses Instrumental Intrinsic Mixed Integrative 
Motivation prior 
to taking Arabic  97 62.5% 19.8% 13.5% 4.2% 
Motivation to 
continuing Arabic  63 53.9% 33.33% 9.52% 3.17% 
Table 1: Students’ motivations for taking Arabic. 
To test the differences between motivation types across the variable 
of the number of Arabic courses among those students who continue 
taking Arabic, a Chi-square test was carried out. The test revealed statisti-
cally significant (p<0.01) differences in motivation, with students who 
have taken up to four courses in Arabic to date being more motivated by 
intrinsic motivation,  while those who have taken more than four courses 
to date are motivated more by instrumental motivation. These results indi-
cate that instrumental motivation drives advanced Arabic students more 
than do other motives.    
5.3. Attitude factor results 
To test the students’ developing attitudes, two methods were carried out. 
The first one compared the participants' self-reported responses of their 
attitudes prior to, and after taking Arabic courses. The second method tes-
ted participants' responses to the statements: “I like the way Arabic is 
taught in the class”, and “In your opinion, how was the relationship bet-
ween Standard and Spoken Arabic handled throughout your experience in 
learning Arabic?”, across the variable of number of Arabic courses taken.  
The students' responses indicate that after taking Arabic courses they hold 
Teaching and Learning the Arabic Language 89 
 
M. ISLEEM  
 
relatively significant positive attitudes toward Arabic in general, Arabic 
culture, and learning Arabic in general as can be seen in Table 2:   
Variable M SD 
Attitude toward…:   
…Arabic in general prior to taking Arabic  3.76 1.01 
…Arabic in general after taking Arabic 4.53 0.61 
…Arabic culture prior to taking Arabic 3.76 0.99 
…Arabic culture after taking Arabic 4.50 0.71 
…learning Arabic prior to taking Arabic 3.50 0.55 
…learning Arabic after taking Arabic 4.39 0.62 
…MSA prior to taking Arabic 3.29 1.52 
…MSA after taking Arabic 2.43 0.77 
…Spoken Arabic prior to taking Arabic 4.39 0.77 
…Spoken Arabic after taking Arabic 4.20 0.73 
….how Arabic  is taught in class  3.72 1.05 
 
Table 2: Means and standard divisions of attitude statements. 
Taking Arabic courses seems to have a negative effect on students’ 
attitudes toward MSA, however, it has no effect on their attitudes toward 
Spoken Arabic, which seems to be significantly positive both before and 
after taking Arabic classes as indicated by the students' responses (see Table 
2).  
A series of paired sample T-tests were performed to test whether or 
not the attitudes of the students were statistically significant as a result of 
taking Arabic courses. The results of paired sample T-tests indicate that 
the students' general attitudes toward the Arabic language and culture, as 
well as their attitudes toward learning Arabic was statistically significant 
(P<0.001), indicating that taking Arabic courses has a positive effect on 
attitude.   
Examining the effect of cumulative Arabic courses on the statement 
“I like the way Arabic is taught in the class”, a Chi-square test revealed 
statistically significant (p<0.01) differences, in that those who studied up 
to four courses liked the way Arabic was taught in class, while those who 
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studied more than four Arabic courses expressed a negative attitude in 
their responses to the statement. 
With regard to the responses to the statement “In your opinion, how 
was the relationship between Standard and Spoken Arabic handled throughout 
your experience in learning Arabic?”, 38% of the students stated that they 
believed the relationship between MSA and Spoken Arabic was handled 
poorly, while only 17% responded that the relationship between the two 
varieties was handled well. The rest (45%) did not express a clear opinion. 
Cumulative Arabic courses were found to have an effect on the students’ 
attitudes toward the way the relationship between MSA and Spoken Arabic 
was handled in the class. A Chi-square test indicated that there is a sta-
tistically significant difference (P<0.05) between those who have taken up 
to two Arabic courses and those who have taken more than two courses. 
Students who took more than two courses indicated that the relationship 
between MSA and Spoken Arabic was poorly handled, while those who 
took up to two courses, stated that they believed that the relationship was 
well handled. The difference between the two groups on this question can 
be attributed to the fact that advanced students develop a greater awa-
reness of Arabic varieties due to their increased exposure to Arabic 
materials or their participation in Arabic abroad programs.   
6. Discussion and conclusions  
The purpose of this study was to explore the learning orientations of Ame-
rican students of the Arabic language, and to assess their developing 
attitudes toward learning Arabic varieties. The most important finding of 
this study is that as students continue taking Arabic courses, they tend to 
develop more negative attitudes toward the way Arabic is taught in class-
room, the way the relationship between MSA and Spoken Arabic is 
handled, and toward MSA in general, even though it is the dominant 
variety taught in most American universities.  
These findings present an incongruity between the prevailing tea-
ching ideology that prioritizes teaching MSA, and students’ learning orien-
tations that demand the full integration of Spoken Arabic in the curricula, 
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and not merely in the form of supplementary materials. The development 
of negative attitudes toward the learning experience may pose a threat to 
students’ learning motivations and achievements, and may lead to a ne-
gative perception of the culture of the target language as the literature indi-
cates (Cook, 1996; Domyei & Skehan, 2003; Donitsa-Schmidt et al., 2004; 
Gardner, 1985; Gardner & Clément, 1990; Gardner & Maclntyre, 1991).  
Another important finding revealed in this study is that instrumental 
motivation seems to play a larger role than integrative motivation in lear-
ning Arabic, particularly among advanced Arabic students. This finding 
supports the idea that integrative motivation is not superior to instru-
mental motivation, and that the increased national interest in Arabic after 
the 9/11 tragedy is a factor in the increase of reported instrumental mo-
tivation.  
The findings of this study also highlight the importance of adopting 
a teaching methodology that incorporates both Spoken Arabic and MSA, 
side by side, as they are used in real life in Arabic speaking countries. The-
refore, the less common model, that of teaching Spoken Arabic alongside 
MSA, that has been adopted by a few pioneering Arabic programs in 
American colleges and universities (Al-Batal & Belnap, 2006; Wahba, 2006; 
Younes, 2010, 2006, 1995) should be expanded to meet students’ learning 
needs. It should be noted, however, that this expansion must include 
trained and qualified teachers of Spoken Arabic, as well as the supporting 
resources necessary to improve the Arabic teaching experience (Al-Batal, 
2006: 269-270; Al-Batal & Belnap: 397-398).  
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 Male  
 Female 
Q2 Do any of your family members speak Arabic? 
 Yes 
 No  
Q3 What was the main reason behind taking Arabic in college? 
Q4 Before taking your first Arabic class, how would you rate 
your perception toward the Arabic language and culture:  
 Strongly agree (5); Agree (4); Neither agree nor disagree (3); Disagree (2); 
Strongly disagree (1); or Not applicable (0). 
Perception 5 4 3 2 1 0 
I perceived Arabic as an attractive language to learn       
Sound of Arabic attracted me       
I found  the Arabic culture interesting       
I was very interested in learning Standard Arabic       
I perceived Arabic as an easy  language to learn       
I liked Arabic music       
I liked the sound of Spoken Arabic       
I really wanted to learn Arabic       
I was very interested to learn how to speak with 
Arabic native speakers 
      
I found Arabic calligraphy to be very nice       
Q5 In which college have you taken most of your Arabic courses? 
Q6 How many Arabic courses have you taken? 
Q7 Have you stopped taking Arabic? 
 Yes  
 No  
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Q8 What was the main reason that led you to stop taking Arabic? 
Q9 What is the main reason that encouraged you to continue taking Arabic? 
Q10 Have you participated in any study abroad Arabic program? 
 Yes, in a program of six weeks or shorter.  
 Yes, in a program of seven weeks or longer. 
 No, I haven't participated in any study abroad Arabic program. 
Q11 Did you use the "Al-Kitaab" textbook series in your college? 
 I studied Arabic using the "Alif Baa" (3rd edition) and  “Al-kitaab fii 
Ta `allum  al- `Arabiyya series” (3rd edition),  with their online com-
panion website.  
 I studied Arabic using the "Alif Baa" (2nd edition) and  “Al-kitaab 
fii Ta`allum  al- `Arabiyya series” (2nd edition).  
 In most of the courses I used  the "Alif Baa" (3rd edition) and  “Al-
kitaab fii Ta`allum  al- `Arabiyya series” (3rd edition),  with their on-
line companion website.  
 In most of the courses I used  the "Alif Baa" (2nd edition) and  “Al-
kitaab fii Ta `allum  al- `Arabiyya series” (2nd edition). 
 I used a different textbook series. 
Q12 Have you taken any exclusive Spoken Arabic courses? 
 Not at all.  
 Only one course.  
 More than one course.  
Q13 Have you taken any exclusive Arabic culture courses? 
 Yes  
 No  
Q14 Do you think that Standard Arabic and Spoken Arabic were presented 
equally in the Arabic courses that you have taken? 
 Yes, both  were equally presented in the classroom.  
 No, Standard Arabic was the main language taught and Spoken 
Arabic was supplementary.  
 No, Standard Arabic was the only language that was presented.  
 No, Spoken Arabic was the main language taught and Standard 
Arabic was  supplementary.  
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 I can’t really tell! 
Q15 After taking Arabic classes, how would you rate the following statements: 
 Strongly agree (5); Agree (4); Neither agree nor disagree (3); Disagree (2); 
Strongly disagree (1); or Not applicable (0). 
Perception 5 4 3 2 1 0 
I like learning Arabic       
I like the way Arabic is taught in the class       
I’m more interested in learning Standard Arabic       
In general, I find that learning Arabic is fun       
I am more interested in learning Spoken Arabic       
In general, I find that learning Standard Arabic is fun       
I would like to learn more about Arabic culture       
In general, I find that learning Spoken Arabic is fun       
I like when the professor talks to us in Spoken Arabic       
I like Arabic better than other foreign languages       
I want to be able to communicate more with Arabic 
native speakers 
      
I think Arabic is a nice language       
I like when the professor talks to us in Standard Arabic       
I would like to continue taking more Arabic courses       
Q17 In your opinion, how was the relationship between Standard and Spoken 





 اﻟﻌﻨﺎﺻﺮ اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ ﻓي ﺗﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ
 وﻟﻴﺪ ﺻﺎﻟﺢ
  se.mau@helas.deelaw ﺑﻤﺪرﻳﺪﺟﺎﻣﻌﺔ أوﺗﻮﻧﻮﻣﺎ ~  
 ﻣﺪﺧﻞ .١
ﻻ أﺣﺪ ﻳﺸﻚ ﻓي أﻫﻤﻴﺔ اﻟﻌﻨﺎﺻﺮ اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ ﻓي ﺗﻌﻠﻴﻢ وﺗﻌﻠﹼﻢ ﻟﻐﺔ ﺛﺎﻧﻴﺔ. وﺷﺄن 
اﻟﻌﺮﺑﻴﺔ ﻻ ﻳﺨﺘﻠﻒ ﻓي ذﻟﻚ ﻋﻦ أﻳﺔ ﻟﻐﺔ أﺧﺮى ﻟكﻮﻧﻬﺎ وﻋﺎء ﻟﺜﻘﺎﻓﺔ ﻣﺤﺪدة ﻧﺘﺠﺖ وﻧﻤﺖ ﻓي 
ﻣﺠﺘﻤﻊ ﻣﺤﺪد. وﻣﻦ اﻟﺼﻌﺐ ﻋﻠى أي ﻣﺘﻌﻠﹼﻢ ﻟﻬﺬه اﻟﻠﻐﺔ أن ﻳﻠﻢ ﺑﺪﻗﺎﺋﻘﻬﺎ وﺗﻔﺎﺻﻴﻠﻬﺎ إن ﻫﻮ 
اﻋﺪﻫﺎ وأﺻﻮﻟﻬﺎ وﺗﺮاﻛﻴﺒﻬﺎ دون اﻟﺘﻌﺮف ﻋﻠى ﻣﺎ ﺗﻌﺒﺮ ﻋﻨﻪ ﻣﻦ ﺟﻮاﻧﺐ اﻗﺘﺼﺮ ﻋﻠى ﻣﻌﺮﻓﺔ ﻗﻮ
وﻣﻔﺎﻫﻴﻢ ذات ﻃﺎﺑﻊ اﺟﺘﻤﺎﻋي وﺛﻘﺎﻓي ﻣﻦ ﺗﺎرﻳﺦ وﻋﻠﻮم وﺣﻀﺎرة وﻇﺮوف ﺟﻐﺮاﻓﻴﺔ 
وﺳﻴﺎﺳﻴﺔ واﻗﺘﺼﺎدﻳﺔ وﻋﺎدات وﺗﻘﺎﻟﻴﺪ وﻣﻤﺎرﺳﺎت اﺟﺘﻤﺎﻋﻴﺔ ﻣﺘﺄﺻﻠﺔ ﻟﺪى اﻟﻤﺠﺘﻤﻌﺎت 
 اﻟﻤﺘﺤﺪﺛﺔ ﺑﻬﺬه اﻟﻠﻐﺔ. 
ﺎﻧﻴﺔ ﻳﺪرﻛﻮن ﺑﻮﺿﻮح أﻫﻤﻴﺔ ﺗﻌﻠﻴﻢ ﺛﻘﺎﻓﺔ ﺗﻠﻚ ﻟﺬﻟﻚ ﻓﺈن اﻟﻤﻬﺘﻤﻴﻦ ﺑﺘﻌﻠﻴﻢ أﻳﺔ ﻟﻐﺔ ﺛ
اﻟﻠﻐﺔ ﺟﻨﺒﺎ إﻟى ﺟﻨﺐ وﻣﻨﺬ اﻟﻠﺤﻈﺔ اﻷوﻟى ﻣﻊ ﺗﻌﻠﻴﻢ اﻟﺠﻮاﻧﺐ اﻟﻠﻐﻮﻳﺔ. وﺑكﻠﻤﺔ أﺧﺮى، ﻓﺈن 
ﺳﺒﻞ ﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻟﺜﺎﻧﻴﺔ ﺗﺆﻛﺪ ﻋﻠى ﺿﺮورة ﺗﻤكﻴﻦ اﻟﻄﺎﻟﺐ ﻣﻦ اﻟكﻔﺎﻳﺔ اﻟﻠﻐﻮﻳﺔ واﻟﺘي ﺗﺆدي 
ﻫﻨﺎ ﺗﺄﺗي ﺿﺮورة ﺗﺰوﻳﺪ اﻟﻄﺎﻟﺐ إﻟى اﻟكﻔﺎﻳﺔ اﻟﺘﻮاﺻﻠﻴﺔ إﻟى ﺟﺎﻧﺐ اﻟكﻔﺎﻳﺔ اﻟﺜﻘﺎﻓﻴﺔ. وﻣﻦ 
ﺑﺠﻮاﻧﺐ ﻣﺘﻨﻮﻋﺔ وﻏﻨﻴﺔ ﻣﻦ ﺛﻘﺎﻓﺔ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﺑﺎﻟﻤﻌﻨى اﻟﺸﺎﻣﻞ ﺣﻴﺚ ﺗﺘﻀﻤﻦ إﺷﺎرات إﻟى 
ﺔ. ــــــاﻟﻤﻌﺘﻘﺪات واﻷدﻳﺎن، وﺧﺎﺻﺔ اﻹﺳﻼم واﻟﺘﺎرﻳﺦ واﻟﻤﻤﺎرﺳﺎت اﻻﺟﺘﻤﺎﻋﻴﺔ اﻟﻤﺨﺘﻠﻔ
ﻳﻌﺘﻤﺪ ﻋﻠى  واﻧﻄﻼﻗﺎ ﻣﻦ ﻫﺬا اﻟﻤﺒﺪأ ﻓﺈن اﻟﺴﺒﻴﻞ اﻟﺬي ﺗﺴﻠكﻪ ﻃﺮق ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﺜﺎﻧﻴﺔ
اﻷﺳﺎس اﻟﻠﻐﻮي اﻻﺟﺘﻤﺎﻋي، ﻻ ﻋﻠى اﻷﺳﺎس اﻟﻠﻐﻮي وﺣﺪه. وﺑﺎﻟﻔﻌﻞ ﻓﺈن اﻷﺳﺎس اﻟﻠﻐﻮي 
اﻻﺟﺘﻤﺎﻋي ﻻ ﻳﻘﺘﺼﺮ ﻋﻠى ﺗﻌﻠﹼﻢ اﻟﻠﻐﺔ ﺑﺼﻮرة ﻣﺠﺮدة ﻓي ﺗﺮاﻛﻴﺒﻬﺎ اﻟﻨﺤﻮﻳﺔ واﻟﺼﺮﻓﻴﺔ 
ﺎ ﻣﻦ ﻗﺒﻞ ــــواﻟﺼﻮﺗﻴﺔ، ﺑﻞ ﻳﺸﻤﻞ ﻛﺬﻟﻚ وﻇﻴﻔﺔ ﺗﻠﻚ اﻟﻠﻐﺔ وﺗﺎرﻳﺨﻬﺎ وﻃﺮق اﻛﺘﺴﺎﺑﻬ
أم� وﻣﺎ ﺗﻤﺜﻠﻪ ﺑﺎﻟﻨﺴﺒﺔ ﻟﻬﻢ ﻣﻦ أداة ﻣﻌﺮﻓﻴﺔ ووﻋﺎء ﺛﻘﺎﻓي وﻧﻔﺴي  اﻟﻤﺘﺤﺪﺛﻴﻦ ﺑﻬﺎ ﻛﻠﻐﺔ
 وﺣﻀﺎري. 
وﺗﺮﻣي ﻫﺬه اﻟﻄﺮﻳﻘﺔ إﻟى أن ﻳﺪرك اﻟﻄﺎﻟﺐ وﻳﺘﻌﻠﻢ اﻟﻠﻐﺔ ﺑﺼﻮرة ﻋﻤﻴﻘﺔ وﺷﺎﻣﻠﺔ، 
 ﺑﺎﻹﺿﺎﻓﺔ إﻟى اﻛﺘﺴﺎب اﻟﻄﺮق اﻟﺼﺤﻴﺤﺔ ﻟﻠﺘﻌﺎﻣﻞ ﻣﻊ ﻣﺘﺤﺪﺛي اﻟﻠﻐﺔ اﻷﺻﻠﻴﻴﻦ. 
اﻟﺜﻘﺎﻓﺔ اﻟﻤكﺘﻮﺑﺔ ﻛﺘﺤﺮﻳﺮ رﺳﺎﻟﺔ وﻳﻨﺒﻐي اﻟﺘﺄﻛﻴﺪ ﻋﻠى أن ﺛﻘﺎﻓﺔ ﻟﻐﺔ ﻣﺎ ﻻ ﺗﻘﺘﺼﺮ ﻋﻠى 
أو ﺗﻘﺪﻳﻢ ﻃﻠﺐ ﺑﻞ ﺗﺘﻌﺪاﻫﺎ ﻟﻠﺜﻘﺎﻓﺔ اﻟﺸﻔﻮﻳﺔ اﻟﺘي ﻳﺘﻨﺎﻗﻠﻬﺎ اﻟﻨﺎس ﺟﻴﻼ ﺑﻌﺪ ﺟﻴﻞ دون أن 
ﺗﻜﻮن ﻣﺪوﻧﺔ ﻓي ﻣﺮاﺟﻊ أو ﻛﺘﺐ. وﻳﺸﻤﻞ ذﻟﻚ ﺗﻌﺎﺑﻴﺮ اﻟﻮﺟﻪ ﻟﺪى اﻟﺘﺤﺪث واﺳﺘﺨﺪام 
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 اﻹﺷﺎرات واﻟﺘﻌﺎﺑﻴﺮ ﺑﺎﻟﺮأس أو اﻷﻳﺪي. 
ﻠﻒ اﻟﺜﻘﺎﻓﺎت ﻓي ﻋﺎﻟﻢ ﻳﺘﻤﻴﺰ ﻓﻴﻪ ﺑﺘﺪاﺧﻞ أو وﻳﺰداد اﻻﻫﺘﻤﺎم ﻳﻮﻣﺎ ﺑﻌﺪ ﻳﻮم ﺑﺪور ﻣﺨﺘ
ﺗﻼﻗﺢ اﻟﺜﻘﺎﻓﺎت. وﻣﻦ ﻫﻨﺎ أﺻﺒﺢ ﺿﺮورﻳﺎ أن ﻳﻠﻢ اﻟﻄﺎﻟﺐ ﺑﺠﻮاﻧﺐ ﻣﻬﻤﺔ ﻣﻦ ﺛﻘﺎﻓﺔ اﻟﻠﻐﺔ 
 . ١اﻟﺜﺎﻧﻴﺔ اﻟﺘي ﻳﺘﻌﻠﻤﻬﺎ
 ﺗﻌﺮﻳﻒ اﻟﺜﻘﺎﻓﺔ .٢
ﻻ ﻳﻮﺟﺪ ﻫﻨﺎك ﺗﻌﺮﻳﻒ دﻗﻴﻖ وﻣﺤﺪد ﻟﻤﺼﻄﻠﺢ اﻟﺜﻘﺎﻓﺔ. ﻫﻨﺎك ﻣﻦ ﻳﻘﺼﺮ ﻣﻔﻬﻮﻣﻬﺎ ﻋﻠى 
( ﻓﻴﺘﺮك ٨٩: ٢٧٩١ﻳﻄﻠﺐ اﻟﺤﺬق ﻓﻴﻬﺎ" )اﻟﻤﻌﺠﻢ اﻟﻮﺳﻴﻂ، "اﻟﻌﻠﻮم واﻟﻤﻌﺎرف واﻟﻔﻨﻮن اﻟﺘي 
ﺟﺎﻧﺒﺎ ﻛﻞ ﻣﺎ ﻟﻪ ﺻﻠﺔ ﺑﺎﻟﺠﺎﻧﺐ اﻻﺟﺘﻤﺎﻋي ﻣﻦ ﻣﻤﺎرﺳﺎت وﺳﺒﻞ ﻟﻠﺘﻌﺒﻴﺮ واﻟﺘﻮاﺻﻞ واﻟﺘي 
ﺗﻨﺘﻘﻞ ﻋﻦ ﻃﺮﻳﻖ اﻟﺘﻌﻠﻢ ﻣﻦ ﺟﻴﻞ إﻟى ﺟﻴﻞ. وﻧﺤﻦ ﻧﻌﺘﻘﺪ ﺑﺄن اﻟﺜﻘﺎﻓﺔ ﻫي ﻣﺠﻤﻮع اﻟﻤﻌﺎرف 
ي ﺗﺤﺪد ﺳﻠﻮﻛﻬﻢ وﺗﻤﻴﺰﻫﻢ واﻟﻘﻴﻢ واﻟﻤﻌﺘﻘﺪات اﻟﻤﺸﺘﺮﻛﺔ ﻟﻤﺠﻤﻮﻋﺔ ﻣﺤﺪدة ﻣﻦ اﻟﻨﺎس واﻟﺘ
ﻋﻦ ﻏﻴﺮﻫﻢ. وﻳﺸكﻞ ﻫﺬا ﺑﻼ ﺷﻚ اﻟﺠﺎﻧﺐ اﻟﻔﻜﺮي واﻟﺮوﺣي ﻟﺪى اﻟﻔﺮد وﻛﺬا اﻟﺠﺎﻧﺐ 
 اﻟﻤﺎدي اﻟﺬي ﻳﺸكﻞ ﺟﺰءا ﻣﻦ ﺗﺮاث اﻟﻤﺠﺘﻤﻊ اﻟﺬي ﻳﺘﺤﺪث ﺗﻠﻚ اﻟﻠﻐﺔ. 
وﻋﻠﻴﻪ ﻓﺈن اﻟﺜﻘﺎﻓﺔ اﻟﻌﺮﺑﻴﺔ ﺗﺸﻤﻞ ﻛﻞ ﻣﺎ أﻧﺘﺠﻪ اﻟﻌﻘﻞ اﻟﻌﺮﺑﻲ اﻹﺳﻼﻣي ﻣﻦ ﻋﻠﻮم 
 ﻤﻌﺘﻘﺪات وﻗﻮاﻋﺪ اﻟﺴﻠﻮك اﻻﺟﺘﻤﺎﻋي. وﻣﻌﺎرف وﻓﻨﻮن، ﺑﺎﻹﺿﺎﻓﺔ إﻟى اﻟ
واﻟكﻔﺎﻳﺔ أو اﻟكﻔﺎءة اﻟﺜﻘﺎﻓﻴﺔ اﻟﻤﻄﻠﻮﺑﺔ اﻟﺘي ﻳﺠﺐ ﺗﺰوﻳﺪ ﻃﺎﻟﺐ اﻟﻌﺮﺑﻴﺔ ﺑﻬﺎ ﻫي ﺗﻠﻚ 
 اﻟﺜﻘﺎﻓﺔ اﻟﻌﺮﺑﻴﺔ اﻹﺳﻼﻣﻴﺔ ﺑﻤﺎ ﻓﻴﻬﺎ ﻣﻦ ﻗﻴﻢ اﺟﺘﻤﺎﻋﻴﺔ وﺗﻄﺒﻴﻘﻴﺔ. 
وﻟﻤﺎ ﻛﺎن اﻹﺳﻼم ﻳﻌﺘﻨﻘﻪ اﻷﻛﺜﺮﻳﺔ اﻟﻐﺎﻟﺒﺔ ﻣﻦ اﻷﻣﺔ اﻟﻌﺮﺑﻴﺔ ﻓﺈن اﻟﻘﻴﻢ اﻟﺴﺎﺋﺪة ﻋﻠى 
ﺛﻘﺎﻓﺔ اﻷﻣﺔ اﻟﻌﺮﺑﻴﺔ ﻫي اﻟﻘﻴﻢ اﻹﺳﻼﻣﻴﺔ، أوﺑﻌﺒﺎرة أﺧﺮى أن اﻟﺜﻘﺎﻓﺔ اﻟﻌﺮﺑﻴﺔ ﻫي اﻟﺜﻘﺎﻓﺔ اﻟﺘي 
 ﺗﻐﻠﺐ ﻋﻠﻴﻬﺎ اﻟﻘﻴﻢ اﻹﺳﻼﻣﻴﺔ. 
ﻋﻨﻬﺎ ﺣﻴﺚ دوﻧﺖ واﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﺟﺰء ﺣﻴﻮي ﻣﻦ ﻫﺬه اﻟﺜﻘﺎﻓﺔ، وﻫي وﺳﻴﻠﺔ ﻟﻠﺘﻌﺒﻴﺮ 
 وﺗﺪون ﺑﻬﺎ اﻟﻌﻠﻮم واﻟﻤﻌﺎرف واﻟﻔﻨﻮن.
وﻟكﻮﻧﻬﺎ ﻟﻐﺔ ﺳﺎﻣﻴﺔ ﻓﺈﻧﻬﺎ ﺗﺸﺎرك زﻣﻴﻼﺗﻬﺎ اﻟكﺜﻴﺮ ﻣﻦ اﻟﺼﻴﻎ واﻻﺷﺘﻘﺎﻗﺎت 
واﻟﻤﻔﺮدات وﺧﺎﺻﺔ ﻣﻦ اﻟﻠﻐﺎت اﻟﻘﺪﻳﻤﺔ اﻟﺘي ﺧﻠﻔﺖ ﺗﺮاﺛﺎ ﻛﺒﻴﺮا ﻟﻺﻧﺴﺎﻧﻴﺔ ﻣﺜﻞ اﻵﺷﻮرﻳﺔ 
ﺖ ﻋﻠى ﺣﺎﻟﻬﺎ ﺟﺎﻣﺪة دون واﻟﺒﺎﺑﻠﻴﺔ واﻟكﻠﺪاﻧﻴﺔ. ﻏﻴﺮ أن ﻣﻦ اﻟﺨﻄﺄ اﻟﺘﻔﻜﻴﺮ ﺑﺄن اﻟﻌﺮﺑﻴﺔ ﺑﻘﻴ
ﺗﻄﻮر ﻣﻨﺬ اﻟﻌﺼﻮر اﻷوﻟى ﻟﻈﻬﻮر اﻹﺳﻼم ﺣﺘى ﻳﻮﻣﻨﺎ ﻫﺬا. وﻫﺬا اﻟﺘﻄﻮر ﻟﻢ ﻳﻤﺲ اﻟﻠﻐﺔ 
ﺔ"، ـــــﺔ أﺟﻨﺒﻴـﺔ اﻟﻌﺮﺑﻴﺔ ﻛﻠﻐـاﻟﻌﻨﺎن "اﻟﻤﻌﻴﺎر اﻟﺜﻘﺎﻓي ﻓي ﺗﻌﻠﻴﻢ اﻟﻠﻐأ( م.  اﻧﻈﺮ: ،ﻟﻠﻤﺰﻳﺪ ﻣﻦ اﻟﻤﻌﻠﻮﻣﺎت ١
ﺔ اﻟﻌﺮﺑﻴﺔ ــد. ﻫﺪاﻳﺎت، "ﺗﺪرﻳﺲ اﻟﻠﻐ[؛ ب( ٤١٠٢/٤٠/٠٢ﻣﺮاﺟﻌﺔ: ] moc.sserpdrow.nannalam//:ptth
ج(  ؛  5085/ra/egap/as.ude.uqu//:ptthﻋﻠى ﺿﻮء اﻟﻤﺪﺧﻞ اﻟﻠﻐﻮي اﻻﺟﺘﻤﺎﻋي"، ﻣﻮﻗﻊ ﺟﺎﻣﻌﺔ أم اﻟﻘﺮى: 
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 اﻟﻌﻨﺎﺻﺮ اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ ﻓي ﺗﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ 
اﻟﻌﺮﺑﻴﺔ ﻓﺤﺴﺐ ﺑﻞ ﺷﻤﻞ اﻹﻧﺴﺎن اﻟﻌﺮﺑﻲ ﺑكﻞ ﻣﺎ ﻳﺤﻤﻠﻪ ﻣﻦ ﻗﻴﻢ وﻣﻔﺎﻫﻴﻢ ﺣﻴﺎﺗﻴﺔ. وﻓي ﻫﺬا 
 اﻟﺒﺎب ﺗﻘﻮل إﺣﺪى اﻟﺒﺎﺣﺜﺎت إن "ﻣﻦ ﻗﺼﻮر اﻹدراك أن ﻧﺘﺼﻮر أن اﻟﺸﺨﺼﻴﺔ اﻟﺠﺪﻳﺪة ﻟﻸﻣﺔ
اﻹﺳﻼﻣﻴﺔ اﻟﻌﺮﺑﻴﺔ ﻫي ﻧﻔﺲ اﻟﺸﺨﺼﻴﺔ اﻟﻌﺮﺑﻴﺔ اﻟﺘي ﺧﺮﺟﺖ ﻣﻦ اﻟﺠﺰﻳﺮة اﻟﻌﺮﺑﻴﺔ ﻣﻊ ﻛﺘﺎﺋﺐ 
اﻟﻔﺘﺢ، ﺑكﻞ ﻣﻼﻣﺤﻬﺎ وﺳﻤﺎﺗﻬﺎ وأﻟﻮاﻧﻬﺎوﻇﻼﻟﻬﺎ وﻣﻴﺮاﺛﻬﺎ. ﻓﻠﻴﺲ ﻣﻦ ﻃﺒﻴﻌﺔ اﻷﺷﻴﺎء أن 
ﺗﺘﻌﺮض ﺷﺨﺼﻴﺔ اﻟﻌﺮﺑﻲ ﻟكﻞ ﺗﻠﻚ اﻟﺘﻴﺎرات اﻟﺠﺪﻳﺪة اﻟﻄﺎرﺋﺔ دون أن ﺗﻨﻔﻌﻞ ﺑﻬﺎ" )ﻋﺒﺪ 
 .(٣٢: ١٩٩١اﻟﺮﺣﻤﻦ، 
 ﺗﺪاﺧﻞ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻣﻊ اﻟﻌﻨﺎﺻﺮ اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ .٣
ﻟﻴﺲ ﻣﻦ اﻟﺴﻬﻞ ﻋﺰل اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻋﻦ إﻃﺎرﻫﺎ اﻻﺟﺘﻤﺎﻋي واﻟﺜﻘﺎﻓي. ﻓﻬﺬه اﻟﻠﻐﺔ ﻛﻐﻴﺮﻫﺎ ﻣﻦ 
اﻟﻠﻐﺎت ﻳﺤﻤﻞ ﻛﻴﺎﻧﻬﺎ رﺻﻴﺪا ﻛﺒﻴﺮا ﻣﻦ اﻟﺘﺮاث اﻟﺤﻀﺎري واﻹﻧﺴﺎﻧي اﻟﺬي ﻧﻤﺎ وﺗﺮﻋﺮع ﻓي 
ﻫﺬا اﻟﺘﺮاث. وﻣﻦ ﺑﻴﻦ أﻛﺜﺮ ﺗﻠﻚ  ﺣﻀﻦ ﻫﺬه اﻟﻠﻐﺔ واﻟﺘي أﺻﺒﺤﺖ أﻛﺜﺮ ﺛﺮاء ﻟﺘﻤﺜﻴﻠﻬﺎ
اﻟﻌﻨﺎﺻﺮ ﺣﻀﻮرا وﺗﺄﺛﻴﺮا ﻫﻮ اﻟﺪﻳﻦ اﻹﺳﻼﻣي واﻟﺬي ﻳﺼﻌﺐ ﻓﺼﻠﻪ ﻋﻦ ﻫﺬه اﻟﻠﻐﺔ ﻟكﻮﻧﻬﺎ 
اﻟﻠﻐﺔ اﻟﺮﺳﻤﻴﺔ ﻟﻬﺬا اﻟﺪﻳﻦ وﻟﻐﺔ اﻟﺘﻌﺒﻴﺮ ﻟﻨﺼﻮﺻﻪ اﻟﺘﺄﺳﻴﺴﻴﺔ وﻫي اﻟﻘﺮآن واﻟﺤﺪﻳﺚ اﻟﻨﺒﻮي. 
ﻟﻤﺪرس ﻟﻠﺤﺪﻳﺚ ﻓﻌﺒﺎرة اﻟﺘﺤﻴﺔ اﻹﺳﻼﻣﻴﺔ "اﻟﺴﻼم ﻋﻠﻴكﻢ" ﻳﻤكﻦ أن ﺗﻔﺘﺢ ﺑﺎﺑﺎ واﺳﻌﺎ أﻣﺎ ا
ﻣﻊ ﻃﻼﺑﻪ ﻣﻦ ﻏﻴﺮ اﻟﻨﺎﻃﻘﻴﻦ ﺑﺎﻟﻌﺮﺑﻴﺔ ﻋﻦ ﻣﺎﻫﻴﺔ ﻫﺬا اﻟﺪﻳﻦ وﺗﺎرﻳﺨﻪ وﻃﻘﻮﺳﻪ وﻋﺪد 
 اﻟﻤﺴﻠﻤﻴﻦ ﻓي اﻟﻌﺎﻟﻢ وﻏﻴﺮ ذﻟﻚ ﻣﻦ ﻣﻌﻠﻮﻣﺎت ﻣﻔﻴﺪة ﻟﺘﻜﻮﻳﻦ اﻟﻄﻼب.
وﻋﻨﺪ ﺗﻌﻠﻴﻤﻬﻢ اﻷﻋﺪاد اﻷوﻟﻴﺔ ﻣﻦ ﺻﻔﺮ إﻟى ﻋﺸﺮة، ﻳﻤكﻦ ﻟﻠﻤﺪرس أن ﻳﺘﺤﺪث ﻟﻬﻢ 
ﻮارزﻣي اﻟﺬي اﻛﺘﺸﻒ ﻋﻠﻢ اﻟﺠﺒﺮ.  وﻟﺪى ﻋﻦ أﺻﻞ اﻟﺼﻔﺮ واﺧﺘﺮاﻋﻪ ﻣﻦ ﻗﺒﻞ اﻟﻌﺎﻟﻢ اﻟﺨ
ﺗﻌﻠﹼﻢ اﻟﻔﻌﻞ "ﻗﺮأ" ﻳﺴﺘﻄﻴﻊ اﻟﻤﺪرس إﻳﺮاد ﺑﻌﺾ ﻣﺸﺘﻘﺎت ﻫﺬا اﻟﻔﻌﻞ وﻣﻨﻬﺎ ﻛﻠﻤﺔ "ﻗﺮآن" 
اﻟﺬي ﺳﻤي ﺑﺬﻟﻚ ﻟكﻮﻧﻪ ﻛﺘﺎب اﻟﻘﺮاءة واﻟﺤﻔﻆ اﻷول ﻟﺪى اﻟﻤﺴﻠﻤﻴﻦ. وﻟﺪى ﺗﻌﻠﻴﻤﻬﻢ 
س أن ﻳﺘﺤﺪث ﻋﻦ اﻟﻀﻤﺎﺋﺮ اﻟﻤﻨﻔﺼﻠﺔ )أﻧﺎ ـ ﻧﺤﻦ ـ أﻧﺖ� ـ أﻧﺖﹺ ـ أﻧﺘﻤﺎ ـ أﻧﺘﻢ...( ﻳﻤكﻦ ﻟﻠﻤﺪر
ﺑﻌﺾ اﻻﺳﺘﻌﻤﺎﻻت اﻟﺨﺎﺻﺔ ﻟﺘﻠﻚ اﻟﻀﻤﺎﺋﺮ ﻣﺜﻞ اﺳﺘﻌﻤﺎل ﺿﻤﻴﺮ اﻟﺠﻤﻊ "أﻧﺘﻢ" ﻓي اﻟﺘﺤﺪث 
ﻣﻊ اﻟﻤﻔﺮد ﺑﺪاﻓﻊ اﻟﻤﺠﺎﻣﻠﺔ واﻻﺣﺘﺮام. أو اﺳﺘﺨﺪام ﻛﻠﻤﺔ "ﺣﻀﺮﺗﻚﹶ أو ﺣﻀﺮﺗﻚﹺ" ﺑﺪﻻ ﻣﻦ 
 "أﻧﺖ� وأﻧﺖﹺ". 
 ﻛﻴﻔﻴﺔ ﺗﻌﻠﻴﻢ اﻟﻌﻨﺎﺻﺮ اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ .٤
ﺻﺮ ﻣﺘﺮاﺑﻄﺔ وﻣﺘﺪاﺧﻠﺔ ﻣﻊ اﻟﻠﻐﺔ، ﻓﻠﻠﻤﺪرس إذن أن ﻛﻤﺎ ﺳﺒﻖ وأن ذﻛﺮﻧﺎ ﻓﺈن ﻫﺬه اﻟﻌﻨﺎ
ﻳﺴﺘﻐﻞ ﻛﻞ ﻓﺮﺻﺔ ﺳﺎﻧﺤﺔ ﻟﺪى ﺗﻨﺎوﻟﻪ اﻟﻤﺴﺎﺋﻞ اﻟﻠﻐﻮﻳﺔ ﻟﻤﻌﺎﻟﺠﺔ ﺟﻮاﻧﺐ اﺟﺘﻤﺎﻋﻴﺔ وﺛﻘﺎﻓﻴﺔ. 
وﻧﺤﻦ ﻣﺘﺄﻛﺪون ﻣﻦ أن ﺗﻠﻚ اﻟﻔﺮص ﻫي ﻛﺜﻴﺮة وﺳﻬﻠﺔ اﻻﺳﺘﺜﻤﺎر. وﻳﻤكﻨﻪ أﻳﻀﺎ أن ﻳﺨﺼﺺ 
ب ﻓﻴﻬﺎ واﻻﺳﺘﻌﺎﻧﺔ وﻗﺘﺎ ﻣﻌﻴﻨﺎ ﻣﻦ ﺣﺼﺘﻪ ﻟﻠﺘﺤﺪث ﻋﻨﻬﺎ ﺑﺼﻮرة ﻣﺴﺘﻘﻠﺔ وﻣﻨﺎﻗﺸﺔ اﻟﻄﻼ
ي ـﺎر واﻷﻏﺎﻧـﺾ اﻷﺧﺒـﺑﺒﻌﺾ اﻟﻮﺳﺎﺋﻞ ﻣﻦ ﺧﺮاﺋﻂ وﺻﻮر ﻵﺛﺎر وﻣﻌﺎﻟﻢ وﺗﺴﺠﻴﻼت ﻟﺒﻌ
 وﻣﻨﺸﻮرات ﺳﻴﺎﺣﻴﺔ وﻣﺠﻼت وﺻﺤﻒ وﻟﻘﻄﺎت ﻣﻦ ﻣﺴﻠﺴﻼت أو أﻓﻼم. 
 101 ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ وﺗﻌﻠﻤﻬﺎ
 
 وﻟﻴﺪ ﺻﺎﻟﺢ
ﺔ ــوﻗﺪ ﻳكﻮن ﻣﻦ اﻟﻤﻔﻴﺪ وﺑﻬﺪف اﺧﺘﺒﺎر ﻣﻌﻠﻮﻣﺎت اﻟﻄﻼب اﻟﻌﺎﻣﺔ ﻋﻦ اﻟﺜﻘﺎﻓ
س اﻷوﻟى ﻟﻠﺪورة ﻳﺸﺘﻤﻞ ﻋﻠى ﻣﺠﻤﻮﻋﺔ ﻣﻦ واﻟﻤﺠﺘﻤﻊ اﻟﻌﺮﺑﻴﻴﻦ إﺟﺮاء اﺳﺘﺒﻴﺎن ﻓي اﻟﺪرو
اﻷﺳﺌﻠﺔ ذات اﻷﺟﻮﺑﺔ اﻟﻤﺘﻌﺪدة ﻟكي ﻳﺨﺘﺎر اﻟﻄﺎﻟﺐ واﺣﺪا ﻣﻨﻬﺎ. أو أن ﻳكﺘﺐ أﺟﻮﺑﺔ ﻗﺼﻴﺮة 
ﻋﻦ ﺑﻌﺾ اﻷﺳﺌﻠﺔ اﻟﻤﻄﺮوﺣﺔ. وﺑﻌﺪ اﻃﻼع اﻟﻤﺪرس ﻋﻠى أﺟﻮﺑﺔ اﻟﻄﻼب ﻳﺘﻤكﻦ ﻣﻦ ﻣﻌﺮﻓﺔ 
ﺑﻊ اﻟﺜﻘﺎﻓي اﻟﻤﺴﺘﻮى اﻟﻌﺎم ﻟﻬﻢ وﻳﺴﺘﻄﻴﻊ ﺑﻨﺎء ﻋﻠى ذﻟﻚ ﻣﻦ اﺧﺘﻴﺎر اﻟﻤﻮاد ذات اﻟﻄﺎ
واﻻﺟﺘﻤﺎﻋي واﻟﺘي ﻳﺘﻢ اﻟﺘﻌﺮض ﻟﻬﺎ ﻓي اﻟﻘﺴﻢ ﺑﺼﻮرة أﻓﻀﻞ ﻟﺘﻠﺒﻴﺔ ﺣﺎﺟﺎت اﻟﻄﻼب. 
وﻳﻤكﻦ ﻟﻠﻤﺪرس أن ﻳﻌﻴﺪ ﻫﺬه اﻟﺘﺠﺮﺑﺔ ﻓي ﻧﻬﺎﻳﺔ اﻟﺪورة اﻟﺪراﺳﻴﺔ ﻟﻼﻃﻼع ﻋﻠى ﻣﺪى ﺗﻘﺪم 
 اﻟﻄﻼب ﻓي ﻣﻌﻠﻮﻣﺎﺗﻪ ﺗﻠﻚ. 
ﺜﺮ وﻛﻞ ذﻟﻚ ﺑﻼ أدﻧى ﺷﻚ ﻳﺆدي إﻟى ﺗﻘﻮﻳﺔ ﻛﻔﺎءة اﻟﻄﻼب اﻟﺘﻮاﺻﻠﻴﺔ وﻳﺸﺠﻌﻬﻢ أﻛ
ﻋﻠى ﺗﻌﻠﻢ اﻟﻠﻐﺔ ﻷﻧﻬﻢ ﺑﺬﻟﻚ ﻳﺸﻌﺮون ﺑﺎﻟﺘﻤكﻦ ﻣﻨﻬﺎ ﺑﺼﻮرة أﻓﻀﻞ ﻣﻦ ﺧﻼل اﻻﻃﻼع ﻋﻠى 
رﻣﻮزﻫﺎ وﻣﺎ ﺗﻤﺜﻠﻪ ﺑﺎﻟﻨﺴﺒﺔ ﻟﻠﻨﺎﻃﻘﻴﻦ ﺑﻬﺎ ﻣﻦ أداة ﺗﺤﻤﻞ ﻓي ﻃﻴﺎﺗﻬﺎ ﺧﺰﻳﻨﺎ ﻣﻦ اﻟﺘﺎرﻳﺦ 
 واﻟﺤﻀﺎرة. 
 اﻟﻮﺳﺎﺋﻞ واﻟﻤﻮاد اﻟﺘﻌﻠﻴﻤﻴﺔ .٥
ﻋﻠى اﻟﻤﺴﺘﻮى اﻟﻠﻐﻮي ﻳﻌﺘﻤﺪ اﺧﺘﻴﺎر اﻟﻮﺳﺎﺋﻞ واﻟﻤﻮاد اﻟﺘﻌﻠﻴﻤﻴﺔ ذات اﻟﻤﻀﺎﻣﻴﻦ اﻟﺜﻘﺎﻓﻴﺔ 
ﻟﻠﻄﻼب وﻛﻔﺎءﺗﻬﻢ اﻟﺘﻮاﺻﻠﻴﺔ. ﻓﻼ ﺗﺼﻠﺢ ﺟﻤﻴﻊ اﻟﻮﺳﺎﺋﻞ ﻟﺠﻤﻴﻊ اﻟﻤﺴﺘﻮﻳﺎت ﺑﻞ ﻻ ﺑﺪ ﻣﻦ 
ﻣﻼﺣﻈﺔ ﻗﺪرات اﻟﻄﻼب ﻓي اﺳﺘﻴﻌﺎب ﻣﺎ ﻳﺪرﺳﻮﻧﻪ ﻣﻦ ﺗﻠﻚ اﻟﻮﺳﺎﺋﻞ. وﻳﺘﺠﻠى ذﻟﻚ ﺧﺎﺻﺔ 
ﻓي اﻟﻨﺼﻮص اﻟﻤﻄﺮوﺣﺔ ﺣﻴﺚ ﺗﺘﻮﻓﺮ ﻧﺼﻮص ﺑﻤﺴﺘﻮﻳﺎت ﻣﺘﻨﻮﻋﺔ ﻻ ﺑﺪ ﻣﻦ اﺧﺘﻴﺎرﻫﺎ ﺑﺸكﻞ 
وﻻ ﺗﻘﺘﺼﺮ ﺗﻠﻚ اﻟﻮﺳﺎﺋﻞ ﻋﻠى اﻟﻨﺼﻮص ﺑﻞ ﻳﻤكﻦ أن ﺗﺸﻤﻞ اﻟكﺜﻴﺮ ﻣﻦ ﺳﻠﻴﻢ وﻣﻨﺎﺳﺐ. 
 اﻟﻤﻮاد اﻟﺘﻌﻠﻴﻤﻴﺔ ﻣﺜﻞ:
أن ﻳﺴﻠﹼﻢ اﻟﻄﺎﻟﺐ ﻣﺨﻄﻄﺎ ﺑﻬﺪف إﻛﻤﺎﻟﻪ ﺑﻌﺪ اﻻﺳﺘﻤﺎع إﻟى ﻣﺤﺎدﺛﺔ  اﻟﻤﺨﻄﻄﺎت: أ(
أو ﻣﻘﻄﻊ ﻣﻦ ﻣﺴﻠﺴﻞ أو ﻓﻴﻠﻢ. أو ﻋﻠﻴﻪ أن ﻳﻤﻸ اﺳﺘﺒﻴﺎﻧﺎ ﻳﺸﺘﻤﻞ ﻋﻠى ﻣﺠﻤﻮﻋﺔ ﻣﻦ اﻷﺳﺌﻠﺔ 
ﻳﺨﺘﺎر ﻣﻨﻬﺎ واﺣﺪا. وإذا ﻛﺎﻧﺖ ﻟﻐﺔ اﻟﻄﺎﻟﺐ اﻟﺜﺎﻧﻴﺔ اﻟﺘي ﻳﺪرﺳﻬﺎ ذات اﻷﺟﻮﺑﺔ اﻟﻤﺘﻌﺪدة ﻟكي 
ﻻ ﺗﺴﻌﻔﻪ ﻓي ﻓﻬﻢ اﻻﺳﺘﺒﻴﺎن، ﻓﺈﻧﻪ ﻳﻤكﻦ أن ﻳﻘﺪم ﺑﻠﻐﺔ اﻟﻄﺎﻟﺐ اﻷﺻﻠﻴﺔ ﻟﺘﺴﻬﻴﻞ اﻷﻣﺮ ﻋﻠﻴﻪ، 
ﻷن اﻟﻐﺮض ﻣﻦ ﻫﺬا اﻟﻨﻮع ﻣﻦ اﻻﺳﺘﺒﻴﺎﻧﺎت ﻫﻮ أن ﻳﺪرك اﻟﻤﺪرس ﻣﺴﺘﻮى اﻟﻄﻼب ﻓي 
 وﺛﻘﺎﻓﺘﻬﺎ. اﻟﻤﻌﻠﻮﻣﺎت اﻟﻌﺎﻣﺔ اﻟﻤﺘﻌﻠﻘﺔ ﺑﺎﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ 
ﻳﻌﻤﻞ اﻟﻤﺪرس ﺑﺎﻟﺘﻌﺎون ﻣﻊ اﻟﻄﻼب ﻋﻠى ﺷﺮح  اﻷﻗﻮال اﻟﻤﺄﺛﻮرة واﻷﻣﺜﺎل: ب(
ﺑﻌﺾ اﻷﻗﻮال اﻟﻤﺄﺛﻮرة واﻷﻣﺜﺎل اﻟﺘي ﺗﺴﺘﺪﻋﻴﻬﺎ اﻟﻤﻮاﻗﻒ أو ﺗﻈﻬﺮ ﻓي ﺑﻌﺾ اﻟﻨﺼﻮص أو 
اﻟﻤﺤﺎدﺛﺎت. وﻳﺘﻢ اﻟﺤﺪﻳﺚ ﻋﻦ ﺣﺎﻻت اﺳﺘﺨﺪاﻣﻬﺎ وﺗﺸﺎﺑﻬﻬﺎ أو اﺧﺘﻼﻓﻬﺎ ﻣﻊ اﻟﻠﻐﺔ اﻷﺻﻠﻴﺔ 
 ﻟﻠﻄﺎﻟﺐ. 
ﻳﺘﻢ ﻋﺮض ﺻﻮر ﻟﺘﻠﻚ اﻟﻤﻌﺎﻟﻢ أﻣﺎم اﻟﻄﻼب أو  ﻟﻢ أو آﺛﺎر ﺷﻬﻴﺮة:ﺻﻮر ﻣﻌﺎ ج(
ﺗﻜﺘﺐ أﺳﻤﺎؤﻫﺎ ﻋﻠى اﻟﻠﻮﺣﺔ وﻳﻄﻠﺐ ﻣﻦ اﻟﻄﻼب اﻟﺒﺤﺚ ﻋﻨﻬﺎ ﺳﻮاء ﻓي اﻟﻤﻮﺳﻮﻋﺎت أو ﻓي 
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 اﻟﻌﻨﺎﺻﺮ اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ ﻓي ﺗﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ 
اﻹﻧﺘﺮﻧﻴﺖ. وﻳﻤكﻦ ﻟكﻞ واﺣﺪ ﻣﻨﻬﻢ أن ﻳكﺘﺐ ﺗﻌﺮﻳﻔﺎ ﺑﻬﺎ ﺛﻢ ﻳﻘﺮؤه ﻋﻠى زﻣﻼﺋﻪ، أو أن ﻳﻘﻮم 
 ﺑﺎﻟﺘﺤﺪث ﻋﻦ ذﻟﻚ اﻟﻤﻌﻠﻢ أو اﻷﺛﺮ ﺷﻔﻮﻳﺎ. 
: ﻣﺜﻞ اﻷﺧﺒﺎر واﻟﺒﺮاﻣﺞ وﻣﻮاﻗﻊ اﻹﻧﺘﺮﻧﻴﺖ وﻗﻮاﺋﻢ اﻟﻮﺳﺎﺋﻞ اﻟﺘﻌﻠﻴﻤﻴﺔ اﻟﻤﺘﻨﻮﻋﺔ د(
اﻟﻄﻌﺎم وﻏﻴﺮﻫﺎ ﺣﻴﺚ ﻳﻤكﻦ أن ﺗﻜﻮن ذات ﻓﺎﺋﺪة ﻛﺒﻴﺮة ﻟﺘﻘﺮﻳﺐ اﻟﻄﺎﻟﺐ ﻣﻦ اﻟﺜﻘﺎﻓﺔ اﻟﻌﺮﺑﻴﺔ. 
 وﻳﻤكﻦ ﻟﺘﻠﻚ اﻟﻤﻮاد أن ﺗﺴﺘﺨﺪم ﺑﺼﻮرة ﺟﻤﺎﻋﻴﺔ أو ﻓﺮدﻳﺔ.
ﻟى ﻗﺎﻋﺔ اﻟﺪرس ﻟكي دﻋﻮة أﺷﺨﺎص ﺗﻜﻮن ﻟﻐﺘﻬﻢ اﻷم اﻟﻌﺮﺑﻴﺔ إ اﻟﺰﻳﺎرات: ﻫـ(
ﻳﺘﺤﺪﺛﻮا ﻣﻊ اﻟﻄﻼب ﻓي ﺑﻌﺾ اﻟﺸﺆون اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ وﻛﺬا ﻣﻤﺎرﺳﺔ اﻟﻠﻐﺔ ﻓي ﻋﺪد 
 ﻣﻦ اﻟﺤﺎﻻت اﺑﺘﺪاءا ﺑﺎﻟﺘﺤﻴﺔ واﻟﺘﻘﺪﻳﻢ واﻟﺤﺪﻳﺚ ﻋﻦ اﻷﺳﺮة واﻟﻤﺠﺘﻤﻊ واﻷﻋﻴﺎد ﻣﺜﻼ. 
ﻳﻌﺘﺒﺮ اﻷدب ﺳﻮاء اﻟﻤكﺘﻮب أو اﻟﺸﻔﻮي ﺻﻮرة ﺣﻴﺔ ﻟﻠﻤﺠﺘﻤﻊ اﻟﺬي ﻳﺘﻢ  اﻷدب: و(
إﻧﺘﺎﺟﻪ ﻓﻴﻪ. واﻷدب ﺧﻴﺮ وﺳﻴﻠﺔ ﻟﺘﻘﺮﻳﺐ اﻟﻄﻼب ﻣﻦ ﺛﻘﺎﻓﺔ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟكﻮﻧﻪ ﻳﺘﻀﻤﻦ ﻛﻤﺎ 
ﻫﺎﺋﻼ ﻣﻦ اﻟﻤﻌﻠﻮﻣﺎت اﻟﺜﻘﺎﻓﻴﺔ اﻟﺘي ﺗﺜﺮي رﺻﻴﺪ اﻟﻤﺘﻌﻠﻤﻴﻦ. ﻳﻘﻮم اﻟﻤﺪرس ﺑﺎﺧﺘﻴﺎر ﻧﺼﻮص 
ﺪراﺳﺘﻬﺎ وﻣﻨﺎﻗﺸﺘﻬﺎ ﻣﻊ اﻟﻄﻼب. وﺗﻮﻓﺮ اﻟﻨﺼﻮص ﻣﻨﺎﺳﺒﺔ ﻣﻦ ﺣﻴﺚ ﻣﺴﺘﻮاﻫﺎ وﻣﻀﺎﻣﻴﻨﻬﺎ ﻟ
إﻣكﺎﻧﻴﺔ اﻟﻤﻨﺎﻗﺸﺔ واﻟﺤﻮار واﻟﻤﺤﺎدﺛﺔ، وﻛﻞ ذﻟﻚ ﻳﻌﺰز ﻣﻠكﺔ اﻟﻄﻼب ﻓي اﻟﻠﻐﺔ وﻓي 
 ﻣﻌﻠﻮﻣﺎﺗﻬﻢ اﻟﺜﻘﺎﻓﻴﺔ اﻟﻤﺮﺗﺒﻄﺔ ﺑﺎﻟﻠﻐﺔ.
ﻳﺘﻢ ﻋﺮض أﺟﺰاء ﻣﻦ أﻓﻼم أو ﻣﺴﻠﺴﻼت ﻋﺮﺑﻴﺔ ﺗﺴﺎﻋﺪ  اﻷﻓﻼم واﻟﻤﺴﻠﺴﻼت: ز(
 ﻃﺮق اﻟﺘﺼﺮف واﻟﺘﻌﺎﻣﻞ ﻣﻊ اﻵﺧﺮﻳﻦ.اﻟﻄﺎﻟﺐ ﻟﻠﺘﻌﺮف ﻋﻠى ﻧﻤﺎذج ﻣﻦ اﻟﺴﻠﻮك و
ﻳﻤكﻦ ﻟﻠﻤﺪرس أن ﻳﺨﺘﺎر ﺑﻌﺾ اﻷﻏﺎﻧي ذات اﻟكﻠﻤﺎت  اﻷﻏﺎﻧي واﻟﻤﻮﺳﻴﻘى: (ح
اﻟﻮاﺿﺤﺔ ﻟﻴﺴﻤﻌﻬﺎ ﻟﻄﻼﺑﻪ، وﻳﻤكﻨﻪ أن ﻳﺴﻠﻤﻬﻢ ﻧﺼﻮﺻﻬﺎ ﻗﺒﻞ اﻟﺒﺪء ﺑﺎﻻﺳﺘﻤﺎع ﻟﻴﺘﺎﺑﻌﻮا 
 إﻋﺠﺎﺑﻬﻢ ﺑﻬﺎ أو ﻋﺪم إﻋﺠﺎﺑﻬﻢ.  اﻟﻐﻨﺎء، ﺛﻢ ﻳﻨﺎﻗﺶ ﻣﻌﻬﻢ ﻣﻔﺎﻫﻴﻢ اﻷﻏﻨﻴﺔ وﻛﻠﻤﺎﺗﻬﺎ وﻣﺪى 
ﻛﻠﻨﺎ ﻧﻌﻠﻢ ﺑﺄن ﻫﺬا اﻟﻌﺼﺮ ﻫﻮ ﻋﺼﺮ اﻻﺗﺼﺎﻻت اﻹﻟكﺘﺮوﻧﻴﺔ واﻟﺬي  اﻹﻧﺘﺮﻧﻴﺖ: ط(
ﺗﻨﺎل ﻓﻴﻪ ﻧﺼﻴﺒﺎ واﻓﺮا ﺷﺒكﺔ اﻹﻧﺘﺮﻧﻴﺖ. إﻧﻪ أداة ﻓﻌﺎﻟﺔ وﻣﻔﻴﺪة ﺟﺪا ﻟكﻞ دارس وﺑﺎﺣﺚ، وﻻ 
ﻳﺴﺘﺜﻨى ﻣﻦ ذﻟﻚ دارس اﻟﻠﻐﺎت. ﻓﺘﺪرﻳﺲ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻐﻴﺮ اﻟﻨﺎﻃﻘﻴﻦ ﺑﻬﺎ ﻳﻤكﻦ أن ﻳﺘﻢ 
اﻟﺤﺪﻳﺜﺔ واﻟﻤﻔﻴﺪة، ﺣﻴﺚ ﻳﻤكﻦ ﻟﻠﻄﻼب اﻟﻌﻮدة إﻟﻴﻪ واﻟﺒﺤﺚ ﻓﻴﻪ ﺳﻮاء  اﻻﺳﺘﻌﺎﻧﺔ ﺑﻬﺬه اﻷداة
ﺑﺼﻮرة ﻓﺮدﻳﺔ أو ﺟﻤﺎﻋﻴﺔ، ﺑﻤﺴﺎﻋﺪة اﻟﻤﺪرس أو ﺑﺸكﻞ ﻣﺴﺘﻘﻞ. وﻻ ﺗﻘﺘﺼﺮ ﻣﺮاﺟﻌﺔ ﺷﺒكﺔ 
اﻹﻧﺘﺮﻧﻴﺖ ﻋﻠى اﻟﻤﻌﻠﻮﻣﺎت اﻟﻠﻐﻮﻳﺔ ﻓﺤﺴﺐ ﺑﻞ ﺗﺸﻤﻞ أﻳﻀﺎ اﻟﺠﻮاب اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ، 
 ﻟﺒﺎﺣﺚ. ﺣﻴﺚ ﺗﻌﺘﺒﺮ ﻫﺬه اﻷداة ﺧﻴﺮ ﻣﻌﻴﻦ ﻟﻠﺪارس وا
ﻳﺴﺘﻄﻴﻊ اﻟﻤﺪرس ﻛﺘﺎﺑﺔ أﺳﻤﺎء ﺑﻌﺾ اﻟﺸﺨﺼﻴﺎت  اﻟﺸﺨﺼﻴﺎت اﻟﺸﻬﻴﺮة: ي(
اﻟﺸﻬﻴﺮة ﻣﻦ ﺗﺎرﻳﺦ اﻟﻌﺮب واﻹﺳﻼم وﻳكﻠﻒ اﻟﻄﻼب أﻓﺮادا أو ﻣﺠﻤﻮﻋﺎت ﺑﺎﻟﺒﺤﺚ ﻋﻨﻬﺎ ﻓي 
اﻟﻤﻮﺳﻮﻋﺎت أو ﻓي اﻹﻧﺘﺮﻧﻴﺖ، ﺛﻢ ﻳﻘﻮﻣﻮن ﺑﻌﺮض اﻟﻤﻌﻠﻮﻣﺎت اﻟﻤﺤﺼﻞ ﻋﻠﻴﻬﺎ ﻋﻠى ﺑﺎﻗي 
اﻟﻈﺮوف اﻟﺘﺎرﻳﺨﻴﺔ واﻻﺟﺘﻤﺎﻋﻴﺔ اﻟﺘي أﺣﺎﻃﺖ  اﻟﻄﻼب. وﻳﺴﺘﻄﻴﻊ اﻟﻤﺪرس أن ﻳﻮﺿﺢ وﻳﺒﻴﻦ
ﺑﺎﻟﺸﺨﺼﻴﺔ اﻟﻤﺬﻛﻮرة وﻣﻨﺎﻗﺸﺘﻬﺎ ﻣﻊ اﻟﻄﻼب. وﻳﻤكﻦ أن ﺗﻜﻮن ﺗﻠﻚ اﻟﺸﺨﺼﻴﺎت ﻣﻤﻦ ﻛﺎن 
 301 ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ وﺗﻌﻠﻤﻬﺎ
 
 وﻟﻴﺪ ﺻﺎﻟﺢ
ﻟﻪ أﺛﺮ ﻓي ﺻﻨﻊ اﻟﺘﺎرﻳﺦ اﻟﻌﺮﺑﻲ واﻹﺳﻼﻣي ﺳﻮاء ﻓي اﻟﺠﺎﻧﺐ اﻷدﺑﻲ أو اﻟﻌﻠﻤي أو اﻟﺴﻴﺎﺳي 
اﺑﻦ رﺷﺪ، اﻟﻤﺘﻨﺒﻲ،  أو اﻻﺟﺘﻤﺎﻋي ﻣﺜﻞ ﺻﻼح اﻟﺪﻳﻦ اﻷﻳﻮﺑﻲ، اﻟﻨﺒﻲ ﻣﺤﻤﺪ، اﺑﻦ ﺧﻠﺪون،
 ﻋﻤﺮ اﻟﺨﻴﺎم...
: وذﻟﻚ ﺑﺎﺳﺘﺨﺪام ﺧﺮاﺋﻂ ﻟﻠﻌﺎﻟﻢ اﻟﻌﺮﺑﻲ واﻹﺳﻼﻣي وﻣﻼﺣﻈﺔ اﻷﻣﺎﻛﻦ ﻷﻣﺎﻛﻦا (ك
ﻣﻦ دول وﻣﺪن ﻣﻬﻤﺔ وﻋﻮاﺻﻢ. وﺗﻜﻮن اﻟﺨﺮاﺋﻂ اﻟﺼﻤﺎء ذات ﻓﺎﺋﺪة ﻛﺒﻴﺮة ﻓي ﻫﺬا اﻟﺒﺎب 
واﻟﺘي ﻳﻤكﻦ أن ﺗﺴﺘﺨﺪم ﺑﻄﺮق ﻣﺘﻌﺪدة. ﻓﻴﻤكﻦ ﻟﻠﻤﺪرس أوﻻ أن ﻳﻌﺮض ﻋﻠى اﻟﻄﻼب 
وﻳﻌﻄي ﻛﻞ واﺣﺪ ﻣﻨﻬﻢ ﻧﻔﺲ ﺧﺎرﻃﺔ ﻋﺎدﻳﺔ ﻣﻊ اﻟﻤﻮاﻗﻊ واﻷﺳﻤﺎء، ﺛﻢ ﻳﺤﺠﺒﻬﺎ ﻋﻨﻬﻢ 
اﻟﺨﺎرﻃﺔ وﻟكﻦ ﺑﺪون أﺳﻤﺎء )ﺻﻤ�ﺎء( ﻟكي ﻳﺪوﻧﻮا ﻓﻴﻬﺎ اﻷﻣﺎﻛﻦ واﻟﺪول واﻟﻤﺪن اﻟﺘي 
 ﻳﻌﺮﻓﻮﻧﻬﺎ أو اﻟﺘي ﻳﺘﺬﻛﺮوﻧﻬﺎ ﻣﻦ ﺧﻼل رؤﻳﺔ اﻟﺨﺎرﻃﺔ اﻷوﻟى. 
ﻳﻤﺜﻞ ﻃﻌﺎم اﻟﺸﻌﻮب اﻟﻤﺨﺘﻠﻔﺔ ﻋﻨﺼﺮا ﺟﺬاﺑﺎ وﻣﻬﻤﺎ ﻟﺘﻘﺮﻳﺐ اﻟﻄﻼب  اﻷﻃﻌﻤﺔ: ل(
ﻟﻐﺘﻬﺎ. واﻟﻄﻌﺎم اﻟﻌﺮﺑﻲ ﻏﻨي ﺑﺘﻨﻮﻋﻪ ﺑﻴﻦ اﻟﻤﺸﺮق  ﻣﻦ ﺛﻘﺎﻓﺔ ﺗﻠﻚ اﻟﺸﻌﻮب اﻟﺘي ﻳﺪرﺳﻮن
واﻟﻤﻐﺮب، وﻳﻤكﻦ أن ﻳكﻮن ﻣﺎدة ﻣﻬﻤﺔ ﻟﺪرس اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻓي اﻟﺤﺪﻳﺚ ﻋﻨﻪ وﻋﻦ ﻃﺮق 
إﻋﺪاده وﺗﻘﺪﻳﻤﻪ وﻣكﻮﻧﺎﺗﻪ. وﻳﻤكﻦ أن ﺗﻜﻮن ﻟﻮﺻﻔﺎت اﻹﻋﺪاد ﻓﺎﺋﺪة ﻛﺒﻴﺮة ﻟﻠﻄﺎﻟﺐ ﻟﻠﺘﻌﺮف 
ﻣﻦ ﺛﻤﺎر وﺧﻀﺮ وﻋﺠﺎﺋﻦ  ﻋﻠى أﺳﻤﺎء اﻟكﺜﻴﺮ ﻣﻦ اﻟﻤﻮاد اﻟﺘي ﺗﺪﺧﻞ ﻓي ﺗﺮﻛﻴﺐ ذﻟﻚ اﻟﻄﻌﺎم،
 وﻏﻴﺮﻫﺎ. 
 ﻣﻌﺎﻟﺠﺔ اﻷﻓﻜﺎر واﻷﺣكﺎم اﻟﻨﻤﻄﻴﺔ اﻟﻤﺴﺒﻘﺔ .٦
إن ﺧﻴﺮ ﻣﺎ ﻳﻤكﻦ أن ﻳﺘﻌﻠﻤﻪ اﻟﻄﺎﻟﺐ اﻟﺬي ﻳﺪرس ﻟﻐﺔ ﺛﺎﻧﻴﺔ ﻫﻮ أن ﺗﺼﺒﺢ ﻟﺪﻳﻪ ﻗﺪرة ﻋﻠى 
اﻟﺘﻤﻴﻴﺰ واﻟﺘﻔﺮﻳﻖ ﺑﺨﺼﻮص اﻷﻓﻜﺎر واﻷﺣكﺎم اﻟﻌﺎﻣﺔ اﻟﺘي ﺗﻄﻠﻖ وﺗﺘﻜﺮر ﻓﻴﻤﺎ ﻳﺘﻌﻠﻖ ﺑﺜﻘﺎﻓﺔ 
ﻣﻦ ﺧﻼل ﺗﻤﻠكﻪ ﻷدوات اﻟﺘﺤﻠﻴﻞ اﻟﺬﻛي واﻟﺪﻗﻴﻖ ﻟﻸﺧﺒﺎر  ﺗﻠﻚ اﻟﻠﻐﺔ. وﻻ ﻳكﻮن ذﻟﻚ إﻻ
واﻟﻤﻔﺎﻫﻴﻢ واﻟﻨﺼﻮص وﻏﻴﺮ ذﻟﻚ ﻣﻦ أﺟﻞ اﻻﻗﺘﺮاب أﻛﺜﺮ ﻓﺄﻛﺜﺮ ﻣﻦ ﺣﻘﻴﻘﺔ ﺗﻠﻚ اﻟﻤﻌﻠﻮﻣﺎت 
 ﻛﻞ ﺗﻠﻚ اﻟﻮﺛﺎﺋﻖ. وﻟﻴﺲ ﻫﻨﺎك أي ﺷﻚوواﻗﻊ ﺗﻠﻚ اﻟﻤﺠﺘﻤﻌﺎت اﻟﺘي ﻳﺘﻢ اﻟﺘﺤﺪث ﻋﻨﻬﺎ ﻓي 
اﻟﻄﺎﻟﺐ ﻣﻦ ﺧﻼل ﻣﺨﺘﻠﻒ اﻟﻮﺳﺎﺋﻞ  ﻓي أن اﻟﻌﻨﺎﺻﺮ اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ اﻟﺘي ﻳﺘﻌﺮف ﻋﻠﻴﻬﺎ
اﻟﺘﻌﻠﻴﻤﻴﺔ ﺗﺮﻣي إﻟى ﺟﻌﻞ اﻟﻄﺎﻟﺐ ﻋﻠى اﺗﺼﺎل ﻣﺒﺎﺷﺮ ﺑﺜﻘﺎﻓﺔ اﻟﻤﺠﺘﻤﻊ اﻟﺬي ﻳﺘﺤﺪث اﻟﻠﻐﺔ 
اﻟﻤﺘﻌﻠﻤﺔ ﻛﻠﻐﺔ أم. وﻣﻦ اﻟﻀﺮوري أﻳﻀﺎ أﻻ ﻳﺼﺒﺢ اﻟﻄﺎﻟﺐ ﻣﺠﺮد ﻣﺘﻠﻖ ﻟﻠﻤﻌﻠﻮﻣﺎت، ﺑﻞ ﻻ 
ﻦ ﻣﺎ ﻫﻮ ﺑﺪ ﻣﻦ ﺗﻨﻤﻴﺔ اﻟﺤﺲ اﻟﻨﻘﺪي ﻟﺪﻳﻪ ﻟكي ﻳﺘﻤكﻦ ﻣﻦ اﻟﺘﻤﻴﻴﺰ ﺑﻴﻦ اﻟﻐﺚ واﻟﺴﻤﻴﻦ، ﺑﻴ
 واﻗﻊ وﻣﺎ ﻫﻮ ﻣﺰﻳﻒ وﻛﺎذب. 
وﺗﻜﺜﺮ رﺑﻤﺎ اﻷﺧﺒﺎر اﻟﺼﺤﻔﻴﺔ اﻟﺘي ﺗﺮوج ﻟﺒﻌﺾ اﻷﻓﻜﺎر اﻟﻨﻤﻄﻴﺔ ﺑﺨﺼﻮص ﺑﻌﺾ 
اﻟﺜﻘﺎﻓﺎت وﻣﻨﻬﺎ اﻟﻌﺮﺑﻴﺔ، ﻟﺬا ﻓﺈن ﺗﻠﻚ اﻷﺧﺒﺎر واﻟﺘﻘﺎرﻳﺮ ﺗﻜﻮن ﻣﺎدة ﻣﻼﺋﻤﺔ ﻟﻠﺪرس واﻟﺘﺤﻠﻴﻞ 
واﻟﻨﻘﺎش ﻣﻊ اﻟﻄﻼب وﺗﻮﺿﻴﺢ اﻟﻤﻔﺎﻫﻴﻢ اﻟﻤﺒﻬﻤﺔ واﻟﺠﻮاﻧﺐ اﻟﻮاﻗﻌﻴﺔ واﻟﻤﺰﻳﻔﺔ اﻟﺘي ﺗﻈﻬﺮ 
 ﻓي ﺗﻠﻚ اﻟﻮﺛﺎﺋﻖ. 
  ٢١٠٢ﻋﺮﺑﻴﻠي  401
 
 اﻟﻌﻨﺎﺻﺮ اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ ﻓي ﺗﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ 
 ﻤﺪرس وﺗﻜﻮﻳﻨﻪدور اﻟ .٧
ﻻ ﺑﺪ ﻟﻠﻤﺪرس ﻣﻦ أن ﻳكﻮن ﻣﻠﻤﺎ ﺑﺜﻘﺎﻓﺔ اﻟﻠﻐﺔ اﻟﺘي ﻳﻘﻮم ﺑﺘﻌﻠﻴﻤﻬﺎ، ﻋﺎرﻓﺎ ﺑﺪﻗﺎﺋﻖ أﺧﺒﺎر 
اﻟﺘﺎرﻳﺦ، ﻣﻄﻠﻌﺎ ﻋﻦ ﻛﺜﺐ ﻋﻠى اﻟﻤﺠﺘﻤﻌﺎت اﻟﺘي ﺗﺘﺤﺪث ﺑﻬﺬه اﻟﻠﻐﺔ ﺳﻮاء أﻛﺎن ﻣﻦ 
اﻟﻤﺘﺤﺪﺛﻴﻦ ﺑﺎﻟﻌﺮﺑﻴﺔ ﻛﻠﻐﺔ أم� أم ﻟﻢ ﻳكﻦ، وذﻟﻚ ﻷﻧﻪ ﻟﻴﺲ ﻛﻞ أﺑﻨﺎء ﻟﻐﺔ ﻣﺎ ﺣﺘى وإن ﻛﺎﻧﻮا 
ﻬﺎ ﻳﻌﺮﻓﻮن ﺑﺸكﻞ ﻋﻤﻴﻖ ﺗﺎرﻳﺨﻬﺎ وﺗﺮاﺛﻬﺎ واﺳﺘﻌﻤﺎﻻﺗﻬﺎ وﺗﻔﺎﺻﻴﻠﻬﺎ. وﻋﻠﻴﻪ ﻓﺈن ﻣﺪرﺳﻴﻦ ﻟ
ﺳﻌﺔ اﻃﻼع اﻟﻤﺪرس ﻋﻠى ﺟﻮاﻧﺐ اﻟﻠﻐﺔ اﻟﻤﺨﺘﻠﻔﺔ ﺿﺮوري ﺗﻤﺎﻣﺎ ﻟكي ﻳﺴﺘﻄﻴﻊ أن ﻳﻨﻘﻞ 
 ﻣﻌﺎرﻓﻪ ﺗﻠﻚ ﻟﻠﻄﻼب اﻟﺬﻳﻦ ﻳﺪرﺳﻮن ﻋﻠى ﻳﺪﻳﻪ. 
ﺮق واﻷﻣﺮ اﻟﺜﺎﻧي اﻟﻤﻬﻢ ﻟﻤﺪرس اﻟﻌﺮﺑﻴﺔ ﻟﻐﻴﺮ اﻟﻨﺎﻃﻘﻴﻦ ﺑﻬﺎ ﻫﻮ ﻣﻌﺮﻓﺘﻪ اﻟﺠﻴﺪة ﻟﻄ
اﻟﺘﺪرﻳﺲ، وﻳﺴﺘﺤﺴﻦ أن ﻳكﻮن ذا ﺧﺒﺮة ﻓي ﻫﺬا اﻟﻤﻴﺪان ﻟكي ﻳﺤﺴﻦ ﻓي ﺗﻘﺪﻳﻢ دروﺳﻪ: 
ﻛﻴﻒ ﻳﺒﺪأ وﻛﻴﻒ ﻳﻔﺴﺮ وﻳﺸﺮك اﻟﻄﻼب ﻓي اﻟﺤﻮار واﻟﺸﺮح وﻛﻴﻒ ﻳﻨﺘﻬي. وﻃﺮق 
 اﻟﺘﺪرﻳﺲ ﻛﻐﻴﺮﻫﺎ ﻳﻤكﻦ ﺗﻌﻠﻤﻬﺎ ودراﺳﺘﻬﺎ ﺛﻢ ﺻﻘﻠﻬﺎ ﻣﻦ ﺧﻼل اﻟﻌﻤﻞ واﻟﺘﺠﺮﺑﺔ. 
م واﻟﺘﻮازن ﻓي ﻓﻜﺮه وﻓي ﻋﻤﻠﻪ. وأﺧﻴﺮا ﻓﺈن ﻣﻦ اﻟﻼزم أن ﻳﺘﺼﻒ اﻟﻤﺪرس ﺑﺎﻻﻟﺘﺰا
وﻫﺬا اﻟﻌﻨﺼﺮ اﻷﺧﻴﺮ ﻳﻌﺪ أﺳﺎﺳﻴﺎ ﻓي ﻋﻤﻞ اﻟﻤﺪرس ﻟكي ﺗﻜﻮن ﻟﺪﻳﻪ ﻣﺼﺪاﻗﻴﺔ أﻣﺎم اﻟﻄﻼب، 
إذ ﺑﺪوﻧﻬﺎ ﻳﺼﻌﺐ ﻋﻠﻴﻬﻢ اﻻﻗﺘﻨﺎع ﺑﺂراﺋﻪ وﻗﺒﻮل ﺗﻌﻠﻴﻤﺎﺗﻪ، وﻫﻮ أﻣﺮ ﻣﻬﻢ وﺧﺎﺻﺔ ﻓﻴﻤﺎ ﻳﺘﻌﻠﻖ 
 ﺑﺘﻌﻠﻴﻢ اﻟﻌﻨﺎﺻﺮ اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ اﻟﺨﺎﺻﺔ ﺑﺎﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ. 
 ﺔاﻟﺨﺎﺗﻤ .٨
ﻣﻦ اﻟﺜﺎﺑﺖ أن ﻣﺘﻌﻠﻢ أﻳﺔ ﻟﻐﺔ ﺛﺎﻧﻴﺔ ﻻ ﻳﺴﺘﻄﻴﻊ اﻹﻟﻤﺎم ﺑﻬﺎ واﻟﺘﻤكﻦ ﻣﻨﻬﺎ إذا ﻟﻢ ﻳﻄﻠﻌﻮا ﻋﻦ 
 ﻗﺮب ﻋﻠى اﻟﻈﺮوف اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ ﻟﻤﺘﺤﺪﺛي ﺗﻠﻚ اﻟﻠﻐﺔ اﻷﺻﻠﻴﻴﻦ. 
وﺗﻌﻠﻴﻢ اﻟﻌﻨﺎﺻﺮ اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ ﻻ ﻳﻤكﻦ ﻓﺼﻠﻪ ﺑﺄي ﺷكﻞ ﻣﻦ اﻷﺷكﺎل ﻋﻦ 
ﺘﺮاﻛﻴﺐ ﻧﺤﻮﻳﺔ وﺻﺮﻓﻴﺔ وﺻﻮﺗﻴﺔ. ﻓﻜﻼﻫﻤﺎ ﻣﺘﺪاﺧﻞ ﺗﻌﻠﻢ اﻟﻠﻐﺔ ﻧﻔﺴﻬﺎ ﺑﺼﻔﺘﻬﺎ اﻟﻤﺤﺪدة ﻛ
ﺑﺒﻌﻀﻪ، واﻟﻄﺎﻟﺐ ﻳﺒﺪأ ﺑﺘﻌﻠﻢ ﻣﻔﺎﻫﻴﻢ ذات ﺻﻠﺔ ﺑﺎﻟﺜﻘﺎﻓﺔ واﻟﻤﺠﺘﻤﻊ اﻟﻌﺮﺑﻴﻴﻦ ﻣﻨﺬ اﻟﻴﻮم اﻷول 
ﻻﺗﺼﺎﻟﻪ ﺑﻬﺬه اﻟﻠﻐﺔ. وﻫﻨﺎك ﻣﻦ اﻟﻤﺪرﺳﻴﻦ ﻣﻦ ﻳﻔﻀﻞ ﺗﻌﻴﻴﻦ ﺳﺎﻋﺎت ﻣﺤﺪدة ﻟﺘﻠﻚ 
وأﻛﺜﺮ ﻓﻌﺎﻟﻴﺔ ﻣﻘﺎرﻧﺔ اﻟﻤﻌﻠﻮﻣﺎت اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ ﺑﻬﺪف ﺗﻘﺮﻳﺐ اﻟﻄﺎﻟﺐ ﺑﺼﻮرة أﺳﺮع 
 ﻣﻊ أﺳﻠﻮب ﺗﻌﻠﻤﻬﺎ ﻣﻦ ﺧﻼل ﺗﻌﻠﹼﻢ اﻟﻠﻐﺔ ﻧﻔﺴﻬﺎ. 
ﺗﺘﻮﻓﺮ أﻣﺎم اﻟﻤﺪرس وﺳﺎﺋﻞ ﺗﻌﻠﻴﻤﻴﺔ ﻣﺘﻨﻮﻋﺔ وﻏﻨﻴﺔ ﻳﻤكﻦ ﻣﻦ ﺧﻼﻟﻬﺎ اﻟﺘﻌﺮض 
ﻟﻠﻤﻔﺎﻫﻴﻢ واﻟﻤﻌﻠﻮﻣﺎت ذات اﻟﻄﺎﺑﻊ اﻟﺜﻘﺎﻓي واﻻﺟﺘﻤﺎﻋي. ﻓﻘﺪ أﺻﺒﺤﺖ ﺷﺒكﺔ اﻹﻧﺘﺮﻧﻴﺖ ﻣﻦ 
ﻄﺎﻟﺐ ﻣﻦ ﻣﻌﻠﻮﻣﺎت ﻋﻦ اﻟﺜﻘﺎﻓﺔ اﻟﻌﺮﺑﻴﺔ أﻫﻢ اﻟﻮﺳﺎﺋﻞ اﻟﻔﻌﺎﻟﺔ ﻟﻠﺒﺤﺚ ﻋﻦ ﻛﻞ ﻣﺎ ﻳﺮﻏﺐ ﻓﻴﻪ اﻟ
وﻛﻞ ﻣﺎ ﻳﺘﻌﻠﻖ ﺑﻬﺎ ﻣﻦ ﻣﻌﻠﻮﻣﺎت ﺗﺎرﻳﺤﻴﺔ وﺟﻐﺮاﻓﻴﺔ وﺣﻀﺎرﻳﺔ وﻋﻠﻤﻴﺔ واﻗﺘﺼﺎدﻳﺔ وﺳﻴﺎﺳﻴﺔ 
 وﻏﻴﺮﻫﺎ. 
ﻏﻴﺮ أن اﻹﻧﺘﺮﻧﻴﺖ ﻟﻴﺲ اﻟﺴﺒﻴﻞ اﻟﻮﺣﻴﺪ ﻟﻠﺤﺼﻮل ﻋﻠى ﺗﻠﻚ اﻟﻤﻌﻠﻮﻣﺎت ﻷن ﻫﻨﺎك 
 501 ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ وﺗﻌﻠﻤﻬﺎ
 
 وﻟﻴﺪ ﺻﺎﻟﺢ
ﻤﺠﻼت ﺑﺪاﺋﻞ ﻛﺜﻴﺮة أﺧﺮى ﻣﺜﻞ اﻟﻨﺼﻮص اﻟﻤكﺘﻮﺑﺔ واﻷﺧﺒﺎر اﻟﻤﺴﻤﻮﻋﺔ واﻟﺼﺤﻒ واﻟ
واﻟﻤﻨﺸﻮرات اﻟﺴﻴﺎﺣﻴﺔ واﻟﺼﻮر واﻟﻨﺼﻮص اﻷدﺑﻴﺔ واﻷﻓﻼم واﻟﻤﺴﻠﺴﻼت واﻟﻤﻮﺳﻴﻘى 
واﻷﻏﺎﻧي وﻏﻴﺮ ذﻟﻚ ﻛﺜﻴﺮ. وﻣﻦ أﻓﻀﻞ اﻟﻮﺳﺎﺋﻞ اﻟﻔﻌﺎﻟﺔ ﻫي اﻻﺗﺼﺎل ﻣﺒﺎﺷﺮة ﻣﻊ ﻣﺘﻜﻠﻤي 
اﻟﻌﺮﺑﻴﺔ ﻛﻠﻐﺔ أم، ﺳﻮاء ﺑﻤﺴﺎﻋﺪة اﻟﻤﺪرس ﺑﺪﻋﻮﺗﻪ ﻷﻓﺮاد ﻣﻦ ﻣﺘﻜﻠﻤي ﻫﺬه اﻟﻠﻐﺔ إﻟى ﻗﺎﻋﺔ 
ب، أو ﺑﻤﺒﺎدرة ﻓﺮدﻳﺔ ﻣﻦ ﺟﺎﻧﺐ ﻛﻞ ﻃﺎﻟﺐ ﻟﻼﺗﺼﺎل ﺑﺸﺨﺺ اﻟﺪرس ﻟﻠﺘﺤﺪث ﻣﻊ اﻟﻄﻼ
 ﻣﺘﺤﺪث ﻟﻠﻌﺮﺑﻴﺔ واﻟﺘﺤﺎور ﻣﻌﻪ وﻟﺘﺒﺎدل اﻵراء واﻷﻓﻜﺎر. 
وﻣﻦ اﻟﻀﺮوري أن ﺗﺘﻜﻮن ﻟﺪى اﻟﻄﺎﻟﺐ اﻟﻘﺪرة اﻟﻨﻘﺪﻳﺔ اﻟكﺎﻓﻴﺔ ﻟﻐﺮض اﻟﺘﻤﻴﻴﺰ ﺑﻴﻦ 
اﻟﺼﺤﻴﺢ واﻟﺨﺎﻃئ ﻓﻴﻤﺎ ﻳﺨﺺ اﻟﻤﻌﻠﻮﻣﺎت اﻟﺘي ﻳﺴﻤﻌﻬﺎ أو ﻳﻘﺮؤﻫﺎ واﻟﺘي ﺗﺘﻌﻠﻖ ﺑﺜﻘﺎﻓﺔ 
اﻟﺘي ﻳﺘﻌﻠﻤﻬﺎ. ﻓﻠﻴﺲ اﻟﻐﺮض ﻣﻦ ﺗﻘﺪﻳﻢ ﺗﻠﻚ اﻟﻤﻌﻠﻮﻣﺎت ﻓي اﻟﻘﺴﻢ ﻫﻮ ﺗﻠﻘﻴﻦ اﻟﻄﻼب اﻟﻠﻐﺔ 
وﻣﺤﺎوﻟﺔ إﻗﻨﺎﻋﻬﻢ ﺑﻤﺎ ﻳﺆﻣﻦ ﺑﻪ اﻟﻤﺪرس، ﺑﻞ ﻫﻮ ﻓﺘﺢ أﻋﻴﻨﻬﻢ وﺗﻨﻤﻴﺔ ﻣﻠكﺔ اﻟﻨﻘﺪ اﻟﺒﻨﺎء 
 ﻋﻨﺪﻫﻢ. 
وﻗﺪ ﻳكﻮن ﻣﻦ ﻧﺎﻓﻠﺔ اﻟﻘﻮل أن ﻧﺆﻛﺪ ﻋﻠى أﻫﻤﻴﺔ دور اﻟﻤﺪرس ﻓي ﻛﻞ ﻫﺬه اﻟﻌﻤﻠﻴﺔ. 
اﻟﺘﻌﻠﻴﻤﻴﺔ وﺑﺎﻹﺿﺎﻓﺔ إﻟى ﺿﺮورة ﻛﻮﻧﻪ ﻧﻤﻮذﺟﺎ ﻳﺤﺘﺬى ﻓي  ﻓﺎﻟﻤﺪرس ﻫﻮ اﻟﻘﺎﺋﺪ ﻟﻠﻌﻤﻠﻴﺔ
اﻟﻔﻜﺮ واﻟﺴﻠﻮك، ﻓﺈن ﻣﻦ اﻟﻼزم أن ﻳكﻮن ﻣﻬﻴﺌﺎ وذا ﺗﻜﻮﻳﻦ ﻣﺘﻴﻦ ﻓي ﻋﻠﻤﻪ وﻣﻨﻬﺠﻴﺘﻪ 
 وﻣﻌﺮﻓﺘﻪ ﺑﻄﺮق اﻟﺘﺪرﻳﺲ واﺗﺰاﻧﻪ ﻣﻦ ﺣﻴﺚ ﻋﺪم ﺗﻌﺼﺒﻪ ﻟﻔﻜﺮة أو ﻟﻤﺒﺪأ. 
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 اﻟﻌﻨﺎﺻﺮ اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ ﻓي ﺗﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ 
 ﻣﻠﺤﻖ ﺑﺎﻟﻤﻮاد واﻟﻮﺳﺎﺋﻞ اﻟﺘﻌﻠﻴﻤﻴﺔ .٩
 ﻧﺼﻮص ﻟﻠﺘﻌﻠﻴﻢ ․١․٩
 اﻟﻤﺴﻠﻤﻴﻦـ أﻋﻴﺎد ١
اﻟﻤﺴﻠﻤﻴﻦ، ﻻ ﺑﺪﹼ ﻟﻨﺎ ﻣﻦ أن ﻧﻌﺮف ﺗﺮﺗﻴﺐ اﻟﺸﻬﻮر  وﺣﻔﻼتإذا أردﻧﺎ أن ﻧﻔﻬﻢ ﺷﻴﺌﺎﹰ ﻋﻦ أﻋﻴﺎد 
اﻟﻌﺮﺑﻴﺔ أو اﻟﺘﻘﻮﻳﻢ اﻟﻘﻤﺮي. ﻓﺄوﻟﻬﺎ ﺷﻬﺮ ﻣﺤﺮ�م اﻟﺤﺮام اﻟﺬي ﺣ�ﺮ�م ﻓﻴﻪ اﻟﻘﺘﺎل ﻓي ﻣﺨﺘﻠﻒ 
. ﷺاﻟﻌﺼﻮر اﻹﺳﻼﻣﻴ�ﺔ. وﺛﺎﻧﻴﻬﺎ ﺷﻬﺮ ﺻﻔﺮ وﺛﺎﻟﺜﻬﺎ رﺑﻴﻊ� اﻷو�ل اﻟﺬي ۇﻟﺪ ﻓﻴﻪ اﻟﻨﺒﻲ ﻣﺤﻤ�ﺪ 
ﺳﺎدﺳﻬﺎ ﺟ�ﻤﺎدى اﻟﺜﺎﻧﻴﺔ وﺳﺎﺑﻌﻬﺎ ﺷﻬﺮ رﺟﺐ وراﺑﻌﻬﺎ رﺑﻴﻊ اﻟﺜﺎﻧي وﺧﺎﻣﺴﻬﺎ ﺟ�ﻤﺎدى اﻷوﻟى و
وﺛﺎﻣﻨﻬﺎ ﺷﻬﺮ ﺷﹶﻌﺒﺎن وﺗﺎﺳﻌﻬﺎ رﻣﻀﺎن ﺷﻬﺮ� اﻟﺼ�ﻮم وﻋﺎﺷﺮﻫﺎ ﺷﹶﻮ�ال. واﻟﺸﻬﺮ اﻟﺤﺎدي� ﻋ�ﺸﹶﺮ� 
ﻫ�ﻮ ذو اﻟﻘﹶﻌ�ﺪة واﻟﺜﺎﻧي ﻋ�ﺸﺮ� واﻷﺧﻴﺮ ﻫ�ﻮ ذو اﻟﺤﺠ�ﺔ. وﻧﺤﻦ� اﻵن ﻓي ﺷﻬﺮ ذي اﻟﻘﹶﻌ�ﺪة ﻣﻦ ﺳﻨﺔ 
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ﻄﺮ، وﻫﻮ أﺣﺪﹸ اﻟﻌﻴﺪﻳﻦ اﻟﻌﻈﻴﻤﻴﻦ ﻓي اﻹﺳﻼم. وﻳ�ﺴﻤ�ى وﻣﻦ أﻫﻢ� أﻋﻴﺎد اﻟﻤﺴﻠﻤﻴﻦ ﻋﻴﺪﹸ اﻟﻔ
أﻳﻀﺎﹰ ﻋﻴﺪ اﻹﻓﻄﺎر واﻟﻌﻴﺪ اﻟﺼﻐﻴﺮ وﻳكﻮن ﻓي اﻷو�ل ﻣﻦ ﺷﻬﺮ ﺷﹶﻮ�ال ﻣﻦ ﻛﻞ� ﺳﻨﺔ. وﻳﺄﺗي ﻫﺬا اﻟﻌﻴﺪ 
ﺑﻌﺪ ﺷﻬﺮ اﻟﺼﻴﺎم اﻟﺬي ﻳﻤﺘﻨﻊ اﻟﻤﺴﻠﻤﻮن ﻓﻴﻪ ﻋﻦ اﻟﻄﻌﺎم واﻟﺸﺮاب أو اﻟﺘﺪﺧﻴﻦ أو اﻟﻌﻼﻗﺎت اﻟﺠﻨﺴﻴﺔ 
ﻳكﺜﺮون ﻣﻦ اﻟﺼﻠﻮات واﻟﺪﻋﻮات وﻣﻦ أﻋﻤﺎل اﻟﺨﻴﺮ واﻟﺼﻼح ﻣﻦ اﻟﺴ�ﺤﺮ ﺣﺘى ﺳﺎﻋﺔ اﻟﻐﺮوب. و
 واﻟﺘﻌﺎون وﻣﺴﺎﻋﺪة اﻟﻔﻘﺮاء واﻟﻤﺴﺎﻛﻴﻦ.
اﻷﺿﺤى وﻫﻮ أﻋﻈﻢ ﻣﻮاﺳﻢ اﻟﻤﺴﻠﻤﻴﻦ، وﻳ�ﺴﻤ�ى ﻛﺬﻟﻚ ﻋﻴﺪ اﻟﻨﺤﺮ وﻋﻴﺪ اﻟﻔﺪاء  وﻋﻴﺪﹸ
أو اﻟﻌﻴﺪ اﻟكﺒﻴﺮ. وﻳكﻮن ﻓي اﻟﻴﻮم اﻟﻌﺎﺷﺮ ﻣﻦ ﺷﻬﺮ ذي اﻟﺤﺠ�ﺔ ﻣﻦ ﻛﻞ� ﻋﺎم. وﻳﺆدي 
ﺒﺔ ﻓﺮﻳﻀﺔ اﻟﺤﺞ ﺑﺰﻳﺎرة ﺑﻴﺖ اﻟ�ﻪ اﻟﺤﺮام ﻓي ﻣكﺔ. وﻳﻘﻮم ﻛﻞ� ﺣﺎج اﻟﻤﺴﻠﻤﻮن ﻓي ﻫﺬه اﻟﻤﻨﺎﺳ
ﺑﻨﺤﺮ أﺿﺤﻴﺔ، وﻛﺬا ﺑﺎﻗي اﻟﻤﺴﻠﻤﻴﻦ ﻓي ﻛﻞ� أرﺟﺎء اﻟﻌﺎﻟﻢ اﻹﺳﻼﻣي. وﺗﹸﻮزﹼع ﻟﺤﻮم اﻷﺿﺎﺣي 
 ﻋﻠى اﻟﻔﻘﺮاء واﻟﻤﺤﺘﺎﺟﻴﻦ.
وﻳﺤﺘﻔﻞ اﻟﻤﺴﻠﻤﻮن أﻳﻀﺎﹰ ﺑﻌﻴﺪ اﻟﻤﻮﻟﺪ اﻟﻨﺒﻮي اﻟﺬي ﻳﻘﻊ ﻓي اﻟﺜﺎﻧي ﻋﺸﺮ� ﻣﻦ ﺷﻬﺮ 
ﺣﻠﻘﺎت اﻟﺬﻛﺮ اﻟﺘي ﺗﺘﺮد�د ﻓﻴﻬﺎ ﻗﺼﺎﺋﺪ ﻓي ﻣﺪح اﻟﺮﺳﻮل واﻟﻤﻌﺮوﻓﺔ  رﺑﻴﻊ اﻷو�ل. وﺗﹸﻘﺎم
ﺑﺎﻟﻤﺪاﺋﺢ اﻟﻨﺒﻮﻳ�ﺔ. وﻛﺎن ﺑﻌﺾ اﻟﻔﻘﻬﺎء ﻳﺮون أنﹼ اﻻﺣﺘﻔﺎل ﺑﻬﺬه اﻟﻤﻨﺎﺳﺒﺔ ﺑﺪﻋﺔ ﻳ�ﺴﺘﺤﺴﻦ 
ﺗﺮﻛ�ﻬﺎ. وﻟﻢ ﻳكﺘﺴﺐ ﻫﺬا اﻟﻌﻴﺪ ﻓي اﻟﻤﻐﺮب واﻷﻧﺪﻟﺲ ﻣﺜﻼ� ﺻﻔﺔ رﺳﻤﻴﺔ إﻻ ﻓي أواﺧﺮ اﻟﻘﺮن 
ﺘﺎرﻳﺦ ﻛﺎﻧﺖ اﻟﺸﻌﻮب واﻷﻓﺮاد ﺗﺤﺘﻔﻞ ﺑﻪ دون م{. وﻗﺒﻞ ذﻟﻚ اﻟ ٣١اﻟﺴﺎﺑﻊ اﻟﻬﺠﺮي }
ﻫـ{ ﺳ�ﻨﹼﺔ  ٧٧٦اﻟﺤكﻮﻣﺎت. ﺛﻢ� اﺳﺘﻦ� ﺻﺎﺣﺐ ﺳﺒﺘﺔ وﻃﻨﺠﺔ اﻟﺸﺮﻳﻒ أﺑﻮ اﻟﻘﺎﺳﻢ اﻟﻌﺰﻓي }ت 
ﺟﺪﻳﺪة وﻫي ﺟﻌﻞ ﻫﺬا اﻟﻴﻮم ﻋﻴﺪاﹰ وﻃﻨﻴﺎﹰ رﺳﻤﻴﺎﹰ ﻓي إﻣﺎرﺗﻪ، ﻓﺸﺎرﻛﺖ اﻟﺪوﻟﺔ ﻓي اﻻﺣﺘﻔﺎل ﺑﻪ 
ﺮﻳﻒ أﺑﻮ اﻟﻘﺎﺳﻢ اﻟﻌﺰﻓي ﻛﺘﺎﺑﺎﹰ وﺑﺬﻟﺖ اﻷﻣﻮال ﻋﻦ ﺳ�ﻌﺔ ﻓﺎﻛﺴﺒﺘﻪ روﻋﺔ وﺑﻬﺠﺔ. وﻗﺪ أﻟﹼﻒ اﻟﺸ
 ﺣﻮل ﻫﺬه اﻟﻤﻨﺎﺳﺒﺔ ﺳﻤ�ﺎه "اﻟﺪر� اﻟﻤﻨﻈﹼﻢ ﻓي ﻣﻮﻟﺪ اﻟﻨﺒﻲ� اﻟﻤﻌﻈﹼﻢ".
اﻷﻋﻴﺎد واﻻﺣﺘﻔﺎﻻت اﻷﺧﺮى اﻻﺣﺘﻔﺎل ﺑﺤﻠﻮل رأس اﻟﺴﻨﺔ اﻟﻬﺠﺮﻳ�ﺔ اﻟﺬي  وﻣﻦ
ﻳﻮاﻓﻖ اﻟﻴﻮم اﻷول ﻣﻦ ﺷﻬﺮ ﻣﺤﺮ�م. وﻳﺤﺘﻔﻞ اﻟﺸﻴﻌﺔ ﻋﺎدة ﺑﻴﻮم ﻋﺎﺷﻮراء اﻟﺬي ﻳﺼﺎدف 
 701 ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ وﺗﻌﻠﻤﻬﺎ
 
 وﻟﻴﺪ ﺻﺎﻟﺢ
م{  وﻗﻌﺖ ﻣﻌﺮﻛﺔ اﻟﻄﻒ�  ٠٨٦ﻫـ } ١٦. وﻓي ﻣﺜﻞ ﻫﺬا اﻟﻴﻮم ﻣﻦ ﺳﻨﺔ اﻟﻌﺎﺷﺮ ﻣﻦ ﺷﻬﺮ ﻣﺤﺮ�م
ﺑكﺮﺑﻼء ﺑﻴﻦ أﻧﺼﺎر اﻟﺤﺴﻴﻦ ﺑﻦ ﻋﻠي ﺣﻔﻴﺪ اﻟﻨﺒﻲ ﻣﺤﻤﺪ }ص{ وأﻧﺼﺎر ﻳﺰﻳﺪ ﺑﻦ ﻣﻌﺎوﻳﺔ، 
واﺳﺘﹸﺸﻬﺪ ﻓﻴﻬﺎ اﻟﺤﺴﻴﻦ. وﺻﺎر ﻫﺬا اﻟﻴﻮم رﻣﺰاﹰ ﻟﻠﺸﻴﻌﺔ ﻳﺘﺬﻛﺮون ﻓﻴﻪ ﻗﺴﻮة اﻟﻈﻠﻢ واﻧﻬﺰام 
 اﻟﺤﻖ أﻣﺎم ﺟﺒﺮوت اﻟﺒﺎﻃﻞ.
ﺬﻟﻚ ﺑﺤﻠﻮل اﻟﻴﻮم اﻷول ﻣﻦ ﺷﻬﺮ رﻣﻀﺎن اﻟﺬي ﻳ�ﻌﺘﺒﺮ ﻣﻦ وﻳﺤﺘﻔﻞ اﻟﻤﺴﻠﻤﻮن ﻛ
اﻟﺸﻬﻮر اﻟﻤﺤﺒﺒﺔ إﻟى ﻗﻠﻮب اﻟﻤﺴﻠﻤﻴﻦ. وﻳﺴﺘﻘﺒﻞ اﻟﻨﺎس ﻫﺬا اﻟﻴﻮم ﺑﻔﺮح ﻛﺒﻴﺮ وﺗﺠﺘﻤﻊ 
اﻟﻌﺎﺋﻼت ﻓي اﻟﺒﻴﻮت أوﻻ� ﻟﺘﻨﺎول ﻃﻌﺎم اﻹﻓﻄﺎر ﺛﻢ� ﻳﺨﺮﺟﻮن ﻟﻠﺘﻨﺰه ﻓي اﻟﺸﻮارع واﻟﺴﺎﺣﺎت 
 ﺣﺘى ﺳﺎﻋﺔ اﻟﺴﺤﻮر ﻓي اﻟﻔﺠﺮ.
ﻟﻘﺪر اﻟﺘي ﺗﻘﻊ ﻓي اﻟﺴﺎﺑﻊ واﻟﻌﺸﺮﻳﻦ ﻣﻦ ﺷﻬﺮ رﻣﻀﺎن. وﻓي وﻳﺤﺘﻔﻠﻮن أﻳﻀﺎﹰ ﺑﻠﻴﻠﺔ ا
 ﻫﺬه اﻟﻠﻴﻠﺔ ﺑﺪأ ﻧﺰول اﻟﻘﺮآن ﻋﻠى اﻟﻨﺒﻲ ﻣﺤﻤﺪ }ص{ ﻋﻨﺪﻣﺎ ﺟﺎءه اﻟﻮﺣي ﺑﺮﺳﺎﻟﺔ ﻣﻦ رﺑ�ﻪ.
ﻓﻴﻬﺎ أﻓﻀﻞ ﻣﻼﺑﺴﻬﻢ وﻳﺸﺘﺮي  اﻟﻤﺴﻠﻤﻮنوﻓي ﻛﻞ� ﻫﺬه اﻷﻋﻴﺎد واﻻﺣﺘﻔﺎﻻت ﻳﻠﺒﺲ 
ﺘﻬﺎﻧي ﻟﻸﻫﻞ واﻷﺻﺪﻗﺎء اﻟﻤﺘﻤكﻨﻮن ﻣﻨﻬﻢ اﻟﻤﻼﺑﺲ اﻟﺠﺪﻳﺪة. وﻳﻘﻮﻣﻮن أﻳﻀﺎﹰ ﺑﺘﻘﺪﻳﻢ اﻟ
واﻟﺠﻴﺮان، وﻳﺰور ﺑﻌﻀﻬﻢ ﺑﻌﻀﺎﹰ وﻳﻘﺪﻣﻮن ﻓﻴﻬﺎ اﻟﻬﺪاﻳﺎ. ﻛﻤﺎ أنﹼ اﻟكﺜﻴﺮ ﻣﻦ اﻟﻌﻮاﺋﻞ ﺗﻘﻴﻢ 
اﻟﻮﻻﺋﻢ واﻟﻤﺄدﺑﺎت اﻟﺘي ﻳﺪﻋﻮن إﻟﻴﻬﺎ اﻷﻫﻞ واﻟﺠﻴﺮان. وﻳﻘﻮم أﺻﺤﺎب اﻷﻣﻮال ﻣﻦ اﻟﺘﺠﺎر 
 ﻦ.ﺑﺘﻬﻴﺌﺔ اﻟﻄﻌﺎم ﻓي اﻟﻤﺴﺎﺟﺪ أو اﻟﻤﺮاﻛﺰ اﻟﺨﻴﺮﻳﺔ ﻟﺘﻘﺪﻳﻤﻪ إﻟى اﻟﻔﻘﺮاء واﻟﻤﻌﻮزﻳ
وﺗﻜﻮن ﻓﺮﺣﺔ اﻷﻃﻔﺎل ﻋﺎدة أﻛﺒﺮ ﺑكﺜﻴﺮ ﻣﻦ ﻓﺮح اﻟكﺒﺎر ﻷنﹼ ﺟﻤﻴﻊ اﻟﻌﺎﺋﻼت، ﺳﻮاء 
ﻟﻠﺼﻐﺎر ﻣﻦ ﻣﻼﺑﺲ ﺟﺪﻳﺪة وﺣﻠﻮى  اﻟﺴﻌﺎدةأﻛﺎﻧﺖ ﻓﻘﻴﺮة أم ﻏﻨﻴ�ﺔ ﺗﺤﺎول ﺗﻮﻓﻴﺮ أﺳﺒﺎب 
 وﻫﺪاﻳﺎ وزﻳﺎرات ﻟﻤﺪن اﻷﻟﻌﺎب واﻷﻗﺮﺑﺎء وﻏﻴﺮ ذﻟﻚ.
 اﻷﺳﺌﻠﺔ:
 ﻋﻦ أي� ﺷيء ﻳﺘﺤﺪﹼث ﻫﺬا اﻟﻨﺺ؟ ـ  ١
 اﻟﻤﺴﻠﻤﻮن ﺑﻌﻴﺪ اﻟﻔﻄﺮ؟ﻣﺘى ﻳﺤﺘﻔﻞ  ـ ٢
 ﻣﺎذا ﻳﻔﻌﻞ اﻟﻤﺴﻠﻤﻮن ﻓي ﻋﻴﺪ اﻟﻤﻮﻟﺪ اﻟﻨﺒﻮي؟ ـ  ٣
"ﻳ�ﻌﺘﺒﺮ ﺷﻬﺮ رﻣﻀﺎن ﻣﻦ اﻟﺸﻬﻮر اﻟﻤﺤﺒﺒﺔ إﻟى ﻗﻠﻮب اﻟﻤﺴﻠﻤﻴﻦ" ﻣﺎ ﻫﻮ ﺳﺒﺐ  ـ ٤
 ذﻟﻚ؟
 ﻣﺘى ﺗﻜﻮن ﻟﻴﻠﺔ اﻟﻘﺪر؟ ـ  ٥
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 اﻟﻌﻨﺎﺻﺮ اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ ﻓي ﺗﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ 
 اﻟﺼﻮرة اﻟﻨﻤﻄﻴﺔ ـ٢
اﻟﻨﻤﻄﻴﺔ ﻏﺮﻳﺒﺎ ﻟﻠﺒﻌﺾ، إﻻ أﻧﻪ ﻗﺪﻳﻢ ﻗﺪم اﻟﻮﺟﻮد اﻹﻧﺴﺎﻧي. ﻓﻤﻨﺬ  اﻟﺼﻮرةﻗﺪ ﻳﺒﺪو ﻣﺼﻄﻠﺢ 
ﺑﺪأت ﺗﺘﺸكﻞ ﻫﺬه اﻟﺼﻮر اﻟﻨﻤﻄﻴﺔ ﻓي أذﻫﺎن  ﺗﺸكﻞ اﻟﺤﻀﺎرات وﺗﻨﻮﻋﻬﺎ واﺧﺘﻼﻓﻬﺎ،
اﻓﺮادﻫﺎ ﺑﺸكﻞ ﻻ ارادي ﺗﺠﺎه اﻟﻤﺠﻤﻌﺎت اﻟﺒﺸﺮﻳﺔ اﻷﺧﺮى. وﻗﺪ ﺗﻜﻮن ﻫﺬه اﻟﺼﻮر ﺳﻠﺒﻴﺔ او 
ﻋﺒﺎرة ﻋﻦ ﺻﻮرة ذﻫﻨﻴﻪ أو ﻣﻔﻬﻮم ذﻫﻨي ذو دﻻﻟﺔ ﻣﻌﻴﻨﺔ ﻳﻌﻠﻖ ﻓي إﻳﺠﺎﺑﻴﺔ، إﻻ أﻧﻬﺎ ﻋﻤﻮﻣﺎ 
 ذﻫﻦ ﻣﺠﻤﻮﻋﺔ ﺑﺸﺮﻳﺔ ﺗﺠﺎه ﻣﺠﻤﻮﻋﺔ أﺧﺮى.
ﻗﺪ ﺗﻜﻮن اﻟﺼﻮرة اﻟﻨﻤﻄﻴﺔ رأﻳﺎ ﺗﻘﻠﻴﺪﻳﺎ أو رأﻳﺎ ﻣﺒﺎﻟﻐﺎ ﻓﻴﻪ ﻳﻐﺬﻳﻪ إﺣﺴﺎس ﺑﺎﻟﺨﻮف أو 
إﻟى أﻫﺪاف ﺳﻴﺎﺳﻴﺔ ﻣﻦ ﻗﺒﻞ ﺟﻬﺎت  ﻟﻠﻮﺻﻮلاﻟﻐﻴﺮة أو اﻟﺘﻨﺎﻓﺲ، وﻗﺪ ﻳﺘﻢ اﺳﺘﻐﻼﻟﻪ اﻋﻼﻣﻴﺎ 
ﻤﺎ ﻳﺤﺪث اﻵن ﺑﻴﻦ اﻟﻐﺮب واﻟﻤﺠﺘﻤﻊ اﻟﻌﺮﺑﻲ اﻹﺳﻼﻣي ﺣﻴﺚ ﻳﺘﻢ اﺳﺘﻐﻼل ﻣﻌﻴﻨﺔ ﻛ
اﻷﺧﺘﻼﻓﺎت اﻟﺜﻘﺎﻓﻴﺔ واﻟﺤﻀﺎرﻳﺔ ﺑﺸكﻞ ﺳﻠﺒﻲ ﻟﻠﻮﺻﻮل إﻟى ﺗﺤﻘﻴﻖ أﻫﺪاف ﺳﻴﺎﺳﻴﺔ ودﻳﻨﻴﺔ 
 ﻟﻤﺠﻤﻮﻋﺎت ﻣﻌﻴﻨﺔ.
ﻳﻤكﻦ ﺑﻨﺎء اﻟﺼﻮرة اﻟﻨﻤﻄﻴﺔ ﻋﻠى اﻋﺘﺒﺎرات اﻟﺒﻨﺎء اﻟﺠﺴﺪي واﻟﺠﻨﺲ واﻟﻌﺮق واﻟﺪﻳﻦ 
ﺎت ﺿﻤﻦ ﻧﻔﺲ اﻟﻤﺠﺘﻤﻊ. ـﻓﺮﻗﺎ، وﻗﺪ ﺗﻜﻮن ﻫﺬه اﻟﻔﺮوﻗ اﻓﺘﺮاﺿﺎت أﺧﺮى ﺗﺸكﻞﺔ ـأو أﻳ
وﻳﻌﺰي ﻋﺎﻟﻢ اﻻﺟﺘﻤﺎع ﺗﺸﺎرﻟﺰ ﻫﻴﺮﺳﺖ اﺳﺒﺎب ﺗﺸكﻞ اﻟﺼﻮر اﻟﻨﻤﻄﻴﺔ إﻟى ﻧﻘﺺ ﻓي اﻟﻤﻌﺮﻓﺔ 
واﻻﺗﺼﺎل اﻟﻮﺛﻴﻘﻴﻦ ﻟﻸﻓﺮاد ﻣﻦ ﻣﺠﻤﻮﻋﺔ ﻣﺎ ﺗﺠﺎه ﻣﺠﻤﻮﻋﺔ أﺧﺮى. وﻗﺪ ﻻ ﺗﻜﻮن اﻟﺼﻮرة 
ﻫﺬه اﻻﺧﺘﻼﻓﺎت  اﻟﻨﻤﻄﻴﺔ ﺗﻌﺒﻴﺮا دﻗﻴﻘﺎ ﻋﻦ اﻟﻤﺠﻤﻮﻋﺎت ﺑﻘﺪرﻣﺎ ﻫي وﺳﻴﻠﺔ ﻟﺘﻮﺿﻴﺢ
 وﺗﺒﺮﻳﺮﻫﺎ.
ﻏﺎﻟﺒﺎ ﻣﺎ ﻳكﻮن ﺗﺄﺛﻴﺮ اﻟﺼﻮرة اﻟﻨﻤﻄﻴﺔ ﺳﻠﺒﻴﺎ، وﻳﺆدي إﻟى ﺳﻠﺴﻠﺔ ﻣﻦ ﺳﻮء اﻟﻔﻬﻢ ﺑﻴﻦ 
اﻟﻄﺮﻓﻴﻦ؛ ﻓﻌﻠى ﺳﺒﻴﻞ اﻟﻤﺜﺎل ﺗﻌﺎﻣﻞ اﻟﻤﺠﻤﻮﻋﺔ "أ" ﻣﻊ اﻟﻤﺠﻤﻮﻋﺔ "ب" ﺑﺸكﻞ أﻛﺜﺮ ﻋﺪاﺋﻴﺔ 
د ﻟﺨﻮﻓﻬﺎ ﻣﻦ اﻟﻄﺒﻴﻌﺔ اﻟﻌﺪاﺋﻴﺔ )اﻟﻤﻔﺘﺮﺿﺔ( ﻟﻬﺬه اﻟﻤﺠﻤﻮﻋﺔ،ﻣﻦ ﺟﻬﺘﻬﺎ ﻳكﻮن رد ﻓﻌﻞ أﻓﺮا
 وﺗﺒﺪأ ﺣﻠﻘﺔ اﻟﻌﻨﻒ اﻟﺘي ﻻ ﺗﻨﺘﻬي. … اﻟﻤﺠﻤﻮﻋﺔ "ب" أﻛﺜﺮ ﻋﺪاﺋﻴﺔ
 دور اﻷدب واﻟﺜﻘﺎﻓﺔ ﻓي ﺗﺸكﻴﻞ وﺗﻌﺰﻳﺰ اﻟﺼﻮرة اﻟﻨﻤﻄﻴﺔ: 
ﻟﻄﺎﻟﻤﺎ ﻟﻌﺐ اﻷدب واﻟﺜﻘﺎﻓﺔ دورا ﻣﻬﻤﺎ ﻓي ﺗﺸكﻴﻞ وﺗﻌﺰﻳﺰ اﻟﺼﻮرة اﻟﻨﻤﻄﻴﺔ ﻋﻦ  
ﻋﺔ، ﻣﺠﻤﻮﻋﺔ ﻣﺎ ﻣﻦ ﺧﻼل اﻟﺘﺮﻛﻴﺰ ﻋﻠى ﺧﺼﺎل ﻣﻌﻴﻨﺔ ﻋﺮﻓﺖ )ﺑﻀﻢ اﻟﻌﻴﻦ( ﺑﻬﺎ ﻫﺬه اﻟﻤﺠﻤﻮ
واﻷﻣﺜﻠﺔ ﻛﺜﻴﺮة ﻓي ﻫﺬا اﻟﻤﺠﺎل؛ ﻓﻔي ﻣﺴﺮﺣﻴﺔ ﺗﺎﺟﺮ اﻟﺒﻨﺪﻗﻴﺔ ﻟﻠكﺎﺗﺐ اﻷﻧﺠﻠﻴﺰي وﻳﻠﻴﺎم 
ﺷكﺴﺒﻴﺮ ﻧﺠﺪ ﺷﺨﺼﻴﺔ اﻟﺘﺎﺟﺮ اﻟﻴﻬﻮدي ﺷﺎﻳﻠﻮك اﻟﺠﺸﻊ وﻫﺬه ﻣﻦ اﻟﺨﺼﺎل اﻟﻤﺮﺗﺒﻄﺔ ﺑﺎﻟﻴﻬﻮد 
 ﻋﻠى وﺟﻪ اﻟﺨﺼﻮص.
واﻷﻣﺜﻠﺔ ﻛﺜﻴﺮة ﻓي اﻟﻌﺪﻳﺪ ﻣﻦ اﻟكﺘﺐ ﻣﻦ ﻣﺨﺘﻠﻒ اﻟﺜﻘﺎﻓﺎت ﻋﻦ ﺛﻘﺎﻓﺎت أﺧﺮى ﻻ 
ل ﻫﻨﺎ ﻟﺴﺮدﻫﺎ. اﻟﺼﻮرة اﻟﻨﻤﻄﻴﺔ اﻟﻤﺘﻌﻠﻘﺔ ﺑﺠﻨﺲ ﻣﻌﻴﻦ وﻋﺮق ﻣﻌﻴﻦ ﻗﺪ ﻳﺘﺴﻊ اﻟﻤﺠﺎ
ﻳﺴﺘﻐﺮب ﻟﺒﻌﺾ إذا ﻋﻠﻢ أن ﻫﻨﺎﻟﻚ اﻟكﺜﻴﺮ ﻣﻦ اﻟﻄﺮوﺣﺎت اﻟﻤﺮﺗﺒﻄﺔ ﺑﺼﻼﺣﻴﺔ ﻋﺮق ﻣﻌﻴﻦ 
 ﻟﻌﻤﻞ ﻣﺎ، ﻓي ﺣﻴﻦ ﻻ ﻳﺼﻠﺢ ﻋﺮق آﺧﺮ ﻟﻨﻔﺲ اﻟﻌﻤﻞ.
 901 ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ وﺗﻌﻠﻤﻬﺎ
 
 وﻟﻴﺪ ﺻﺎﻟﺢ
( ﻳﺸكﻚ ﺻﺎﻧﻌﻮ اﻟﻔﻴﻠﻢ ﻓي ﻗﺪرة اﻟﺴﻮد ﻓي noitan a fo htriBﻓﻔي ﻓﻴﻠﻢ )وﻻدة أﻣﺔ 
أﻣﻴﺮﻛﺎ ﻋﻠى ﺗﻮﻟي اﻟﻤﻨﺎﺻﺐ اﻟﺤكﻮﻣﻴﺔ أو ﺣﺘى اﻻﻧﺘﺨﺎب. وﻛﺘﺐ ﻟﻮﻳﺲ ﺗﻴﺮﻣﺎن ﻓي ﻛﺘﺎﺑﻪ 
أن اﻷﻃﻔﺎل اﻟﺴﻮد واﻷﻗﻠﻴﺎت  (٦١٩١) ecnegilletni fo tnemerusaem ehT ﻣﻘﻴﺎس اﻟﺬﻛﺎء
ﻴﻦ أو ﺣﺘى اﻷﺧﺮى وﻣﻬﻤﺎ ﺗﻠﻘﻮا ﻣﻦ ﺗﻌﻠﻴﻢ وﺗﺪرﻳﺐ ﻓﻬﻢ ﻏﻴﺮ ﻗﺎدرﻳﻦ أن ﻳكﻮﻧﻮا ﻧﺎﺧﺒ
ﻣﻮاﻃﻨﻴﻦ أﺻﺤﺎب ﻛﻔﺎءة ﺑﺎﻟﻤﻌﻨى اﻟﻌﺎﻟﻤي... وﻳﻌﺰو اﻟكﺎﺗﺐ ذﻟﻚ إﻟى اﻟﺠﻴﻨﺎت واﻟﻌﺮق 
واﻟﻮراﺛﺔ، ﺑﻞ وﻳﺬﻫﺐ ﺑﻌﻴﺪا ﻓي ﻣﻮﻗﻔﻪ إﻟى ﺣﺪ أﻧﻪ ﻳﻄﺎﻟﺐ ﺑﻌﺰﻟﻬﻢ دراﺳﻴﺎ وإﻋﻄﺎﺋﻬﻢ ﺗﺪرﻳﺒﺎ 
 ﻋﻤﻠﻴﺎ ﺑﺪﻻ ﻣﻦ اﻟﺪراﺳﺔ اﻟﻨﻈﺮﻳﺔ...
 ﻳكﺎ:اﻟﺼﻮرة اﻟﻨﻤﻄﻴﺔ ﻟﻠﻌﺮب واﻟﻤﺴﻠﻤﻴﻦ ﻓي اﻟﻤﺠﺘﻤﻌﺎت اﻟﻐﺮﺑﻴﺔ وأﻣﺮ 
ﻳﻌﺎﻧي اﻟﻌﺮب واﻟﻤﺴﻠﻤﻮن ﺳﻮاء ﻓي اﻟﻐﺮب وأﻣﺮﻳكﺎ أو ﻓي ﺑﻼد اﻟﻤﺸﺮق ﻣﻦ ﺳﻠﺒﻴﺔ 
أﻳﻠﻮل ﺣﻴﻦ اﺳﺘﻐﻠﺖ ﺑﻌﺾ اﻷﻃﺮاف  ١١اﻟﺼﻮرة اﻟﻨﻤﻄﻴﺔ واﻟﺘي ﺗﻌﺰزت ﺳﻠﺒﻴﺎ ﺑﻌﺪ أﺣﺪاث 
اﻟﺘي ﺗﻜﻦ ﻟﻠﻌﺮب واﻟﻤﺴﻠﻤﻴﻦ اﻟكﺮاﻫﻴﺔ ﻫﺬه اﻟﺤﺎدﺛﺔ ﻟﻠﺘﺮﻛﻴﺰ اﻹﻋﻼﻣي اﻟﻤكﺜﻒ ﻋﻠى ﻛﺎﻓﺔ 
ﺲ ﺳﻠﺔ اﻟﺘﻄﺮف، ﻣﻤﺎ أدى إﻟى ﺗﻮﺳﻴﻊ اﻟﻔﺠﻮة اﻟﻤﻮﺟﻮدة اﻟﻌﺮب واﻟﻤﺴﻠﻤﻴﻦ ووﺿﻌﻬﻢ ﺑﻨﻔ
 B-eerht ehtأﺻﻼ ﺑﻴﻦ ﻫﺬه اﻟﺜﻘﺎﻓﺎت. وﺣﺘى ﻗﺒﻞ ﻫﺬه اﻷﺣﺪاث ﻋﺎﻧى اﻟﻌﺮب ﻣﻦ ﻣﺎ ﻳﺴﻤي 
ﻮن ــﺔ أﻣﺎ أن ﻳكــوﻫﻮ أن اﻟﻌﺮﺑﻲ واﻟﻤﺴﻠﻢ ﻓي ﻋﻴﻮن اﻟﺴﻴﻨﻤﺎ اﻷﻣﺮﻳكﻴ emordnys
ﻂ ﺧﻼل ــﻌﺪ أزﻣﺔ اﻟﻨﻔأي ﻣﻠﻴﺎردﻳﺮا وﻫﺬه ﺻﻮرة ﺷكﻠﻬﺎ اﻷﻋﻼم اﻟﻐﺮﺑﻲ ﺑ erianoillib
ﺣﻴﻦ أوﻗﻒ اﻟﻌﺮب اﻟﻨﻔﻂ ﻋﻦ اﻟﻐﺮب ﺣﻴﻨﻬﺎ، أو أن ﻳكﻮن اﻟﻌﺮﺑﻲ  ٣٧٩١اﻟﺴﺒﻌﻴﻨﺎت وﺣﺮب 
وﻫﻮ ﺻﻮر اﻟﻌﺮﺑﻲ ﻣﻊ اﻟﺮاﻗﺼﺎت؛ أي أﻧﻪ ﺷﻬﻮاﻧي ﻃﺎﻟﺐ ﻟﻠﻤﺘﻌﺔ  srecnad yllebواﻟﻤﺴﻠﻢ 
وﺳﻄﺤي اﻟﺘﻔﻜﻴﺮ ﺣﺘى أن ﺗﻮﻣﺎس أدﻳﺴﻮن ﻗﺎم ﺑﺘﺼﻮﻳﺮ ﻓﻴﻠﻢ ﺗﺠﺮﻳﺒﻲ ﻗﺼﻴﺮ ﻹﺣﺪى ﺗﺠﺎرﺑﻪ 
أﺳﻤﺎه )ﻓﺎﻃﻤﺔ اﻟﺮاﻗﺼﺔ( ﺣﻴﺚ ﻳﻈﻬﺮ ﻓﻴﻪ أدﻳﺴﻮن اﻟﻤﺮأه اﻟﻌﺮﺑﻴﺔ ﻛﺮاﻗﺼﺔ وﺑﺪﻻﻟﺔ  ٧٩٨١ﻋﺎم 
وﻫﺬا أﺷﺪ ﻣﺎ ﻳﻌﺎﻧﻴﻪ  edicius srebmobاﻻﺳﻢ، واﻟﺜﺎﻟﺜﺔ ان اﻟﻌﺮﺑﻲ واﻟﻤﺴﻠﻢ اﻧﺘﺤﺎري 
اﻟﻌﺮب واﻟﻤﺴﻠﻤﻮن ﻫﺬه اﻷﻳﺎم. ﻓﺨﻼل اﻟﺜﻼﺛﻴﻦ ﻋﺎﻣﺎ اﻟﻤﺎﺿﻴﺔ ﺗﻔﻨﻨﺖ ﻫﻮﻟﻴﻮود ﺑﺈﻇﻬﺎر 
ﻴﻴﻦ ﺑﻞ وإﻟى ﺣﺪ اﻟﻐﺒﺎء أﺣﻴﺎﻧﺎ، وﻟﺴﻮء اﻟﺤﻆ وﻋﻠى اﻟﻌﺮب واﻟﻤﺴﻠﻤﻴﻦ ﻛﺎرﻫﺎﺑﻴﻴﻦ وﺳﻄﺤ
اﻟﺮﻏﻢ ﻣﻦ اﻹﻣكﺎﻧﻴﺎت اﻟﻤﺎدﻳﺔ واﻟﺒﺸﺮﻳﺔ اﻟﻬﺎﺋﻠﺔ ﻟﺪى اﻟﻌﺮب، إﻻ اﻧﻬﻢ وﻗﻔﻮا ﻣكﺘﻮﻓي اﻷﻳﺪي 
 أﻣﺎم ﻫﺬه اﻟﺪﻋﺎﻳﺔ اﻹﻋﻼﻣﻴﺔ اﻟﻤﺸﻮﻫﺔ ﻟﺤﻘﻴﻘﺔ اﻟﻌﺮب واﻟﻤﺴﻠﻤﻴﻦ.
ي ـﺰ اﻟﺴﻠﺒـﺪة ﻣﻦ اﻟﺘﺮﻛﻴـﺪ ﻋﻠى أن ﻫﻨﺎﻟﻚ ﺟﻬﺎت ﻣﺴﺘﻔﻴـوﻻ ﻳﺨﻔى ﻋﻠى أﺣ
،  eneG .I .Gﻢ. واﻷﻣﺜﻠﺔ ﻛﺜﻴﺮة ﻣﻦ ﻫﺬه اﻷﻓﻼم:ـﺔ ﻟﻠﻌﺮﺑﻲ واﻟﻤﺴﻠـﻠى اﻟﺼﻮرة اﻟﻨﻤﻄﻴﻋ
، SLAES yvaN، ronohsiD erofeb htaeD، elgaE norI،  rodnoC noitarepO
... إﻟﺦ noisiceD evitucexE،  3 ecroF atleD،  tnediserP naciremA،  emaG toirtaP
 ﻣﻦ ﻫﺬه اﻷﻓﻼم.
 ﻟﻸﻣﺮﻳكي واﻟﻐﺮﺑﻲ ﻓي اﻟﺬﻫﻦ اﻟﻌﺮﺑﻲ:اﻟﺼﻮرة اﻟﻨﻤﻄﻴﺔ  
ﺳﺄدﻋﻚ ﻋﺰﻳﺰي اﻟﻘﺎرئ ﺗﺠﻴﺐ ﻋﻠى ﻫﺬا اﻟﺘﺴﺎؤل؛ ﻓﺴﻞ ﻧﻔﺴﻚ ﻛﻴﻒ ﺗﺮى  
اﻷﻣﺮﻳكي واﻟﻐﺮﺑﻲ وﻟﻤﺎذا؟ ﻫﻞ ﺳﻨﺤﺖ ﻟﻚ اﻟﻔﺮﺻﺔ ﻟﻼﺧﺘﻼط ﺑﻬﻢ؟ ﻛﻢ ﻣﻦ اﻟﻮﻗﺖ؟ ﻛﻴﻒ؟ 
ﻟﻤﺎذا؟ ﻋﻨﺪﻣﺎ ﺗﺠﻴﺐ ﻋﻦ ﻫﺬه اﻷﺳﺌﻠﺔ ﺳﺘﺠﺪ أﻧﻚ ﺗﺤﺘﻔﻆ ﺑﺬﻫﻨﻚ ﺑﺼﻮر ﻧﻤﻄﻴﺔ ﻋﺪﻳﺪة 
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 اﻟﻌﻨﺎﺻﺮ اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ ﻓي ﺗﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ 
ﻟكﻦ أﻟﻢ ﺗﺼﻞ ﻟﻨﺘﻴﺠﺔ ﻣﻔﺎدﻫﺎ أن ﻋﺎﻣﻞ اﻟﺰﻣﻦ واﻟﺘﻮاﺻﻞ واﻻﻧﻔﺘﺎح ﻷﺷﺨﺎص وﺛﻘﺎﻓﺎت، و
ﻋﻠى ﺛﻘﺎﻓﺔ اﻟﻐﻴﺮ وﻣﺤﺎوﻟﺔ ﻓﻬﻤﻬﺎ واﻟﺘﺮﻛﻴﺰ ﻋﻠى ﻋﻮاﻣﻞ اﻟﺠﺬب ﻻ اﻟﺘﻨﺎﻓﺮ ﻳﺸكﻞ رﻛﻨﺎ أﺳﺎﺳﻴﺎ 
ﻟﺒﻨﺎء ﺟﺴﻮر اﻟﺘﻮاﺻﻞ واﻟﺼﺪاﻗﺔ، ﺑﺪﻻ ﻣﻦ إﻋﻄﺎء اﻟﻔﺮﺻﺔ ﻟﺪﻋﺎة اﻟﺘﺼﺎدم واﻟﺘﻨﺎﻓﺮ ﻣﻦ 
 ﺎرﻳﺔ؟ﻣﺨﺘﻠﻒ اﻟﺜﻘﺎﻓﺎت ﻟﻠﻔﻮز ﺑﻬﺬه اﻟﻤﻌﺮﻛﺔ اﻟﺤﻀ
 ﺣﺴﻴﻦ اﻟﺒﺸﺎﺑﺸﺔ 
 74238=di&elcitra=egap?php.xedni/moc.swenayaras.www//:ptth
  [٤١٠٢/٤٠/٠٢ﻣﺮاﺟﻌﺔ: ] 
 













ﺎء ــﺔ وأﺳﻤــﻣﻮاﺿﻌﻬﺎ ﻣﻦ اﻟﺨﺮﻳﻄﺔ ﻓي ــﺎء اﻟﺪول اﻟﻌﺮﺑﻴــﻳﻘﻮم اﻟﻄﺎﻟﺐ ﺑﻮﺿﻊ أﺳﻤ
اﻟﻌﻮاﺻﻢ. وﻳﻄﻠﺐ ﻣﻨﻪ ﻣﺜﻼ أن ﻳﺤﺪد أي ﻣﻦ ﺗﻠﻚ اﻟﺪول ﺗﻘﻊ ﻓي آﺳﻴﺎ واﻟﺘي ﺗﻘﻊ ﻓي إﻓﺮﻳﻘﻴﺎ. 
وﻳﺴﺘﻄﻴﻊ اﻟﻤﺪرس أن ﻳﺴﺄﻟﻬﻢ ﻋﻦ أﻣﺎﻛﻦ وﺟﻮد ﺑﻌﺾ اﻵﺛﺎر واﻟﻤﻌﺎﻟﻢ اﻟﺘﺎرﻳﺨﻴﺔ واﻟﺤﻀﺎرﻳﺔ 
 ﻣﺜﻞ اﻷﻫﺮام وآﺛﺎر ﺑﺎﺑﻞ وﺟﺎﻣﻊ اﻟﻘﻴﺮوان وﻏﻴﺮﻫﺎ. 
 















 ﺮاﺟﻊاﻟﻤ  .٠١
 ﻐﺔ اﻟﻌﺮﺑﻴﺔﻠاﻟﻤﺮاﺟﻊ ﺑﺎﻟ․١․٠١ 
 
 . : دار اﻟﻤﻌﺎرف، اﻟﻘﺎﻫﺮةﻟﻐﺘﻨﺎ واﻟﺤﻴﺎة(  ٢ـ ط١٩٩١)ﻋﺒﺪ اﻟﺮﺣﻤﻦ، ع.
 ( ﻣﺠﻤﻊ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﺑﺎﻟﻘﺎﻫﺮة، اﻟﻄﺒﻌﺔ اﻷوﻟى.٢٧٩١) اﻟﻤﻌﺠﻢ اﻟﻮﺳﻴﻂ
 ﺔ"، ـــــــﺎر اﻟﺜﻘﺎﻓي ﻓي ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻛﻠﻐﺔ أﺟﻨﺒﻴــ( "اﻟﻤﻌﻴ٠١٠٢) .ﻟﻌﻨﺎن، ما
 [.٤١٠٢/٤٠/٠٢اﻟﻤﺮاﺟﻌﺔ: ] moc.sserpdrow.nannalam//:ptth
( "ﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻋﻠى ﺿﻮء اﻟﻤﺪﺧﻞ اﻟﻠﻐﻮي اﻻﺟﺘﻤﺎﻋي"، ﻣﻮﻗﻊ ﺟﺎﻣﻌﺔ ٩٠٠٢ﻫﺪاﻳﺎت، د، )
 [.٤١٠٢/٤٠/٠٢]اﻟﻤﺮاﺟﻌﺔ:  5085/ra/egap/as.ude.uqu//:ptthأم اﻟﻘﺮى: 
 ﺔ"،ــــﺰ اﻟﺼﻮرة اﻟﻨﻤﻄﻴــــــ( "دور اﻷدب واﻟﺜﻘﺎﻓﺔ ﻓي ﺗﺸكﻴﻞ وﺗﻌﺰﻳ١١٠٢ﺣﺴﻴﻦ اﻟﺒﺸﺎﺑﺸﺔ )
 74238=di&elcitra=egap?php.xedni/moc.swenayaras.www//:ptth
 [.٤١٠٢/٤٠/٠٢]اﻟﻤﺮاﺟﻌﺔ:  ]
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A Missing Element in the Teaching 
of  Arabic as a Second Language 
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1. Introduction 
This study was initiated by an ambition of contributing to the field of Tea-
ching Arabic as a Second Language (TASL) through further examination 
of the issue of the variability in the Arabic language. Modern Standard 
Arabic (MSA) has been the main variety taught in Higher Education (HE) 
institutions in the UK with the majority of them encouraging the students 
to learn a dialect either by exposure or by seeking instruction during their 
year abroad (Dickins & Watson, 2006). In recent years, more institutions 
—especially in the USA— are giving attention to the importance of 
teaching the dialects alongside MSA and, therefore, some programmes 
started teaching at least one dialect at different stages of the degrees while 
others started the integrative approach by teaching both MSA and a dialect 
concurrently (Younes, 1995). This appreciation of the equal importance of 
MSA and the dialect is an achievement to be valued; however, the question 
of which dialect to be taught is still taking the attention of the TASL 
professionals. Some institutions take a practical approach in answering this 
question by choosing the dialect taught in their partner institutions in the 
Arab countries, or the dialect spoken by their appointed staff members, 
while others choose the dialects that they believe to be the most com-
prehensible to the rest of the Arabic speakers. This question of which 
form to teach originates from a continuous focus on the language itself 
and trying to find a specific form to teach as in the situation of teaching 
non-diglossic languages. As Giolfo & Sinatora indicate, there is a need to 
deviate from the dichotomous concept of Arabic having distinct forms to 
the acceptance of these varieties being used by the native speaker (NS) as 
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facets of one language (Giolfo & Sinatora, 2011:104). Therefore, this paper 
proposes that the shift should divert from focusing on a specific form to 
focusing on the language use by the NS including the cross-dialectal com-
munication. Whether an institution chooses to teach a Levantine, Egyptian 
or another dialect, more concern should be given to how the speakers of 
these dialects cope with such variability. 
2. The Arabic learner 
Learning the Arabic language can be prompted by various and distinct 
needs, and these learning needs can reflect different language skills. For 
example, an expatriate in an Arab country may need to learn the basics of 
that region’s dialect for survival spoken purposes, while an academic 
working on translating old Arabic texts would need a different variety of 
the language and a focus on writing and reading skills. As this study is con-
cerned with the Arabic learners in HE, it was important to have an insight 
into the reasons behind their choice to learn Arabic.  
A pilot questionnaire was conducted at the University of Manchester 
in which 54 undergraduates and postgraduates students of Arabic were 
asked about their reasons for choosing to learn Arabic. An analysis of their 
responses showed that they would like to achieve a near-native level of 
proficiency and be able to do all the language tasks that the NS can do, 
including understanding the formal written language of the news, Arabic 
movies and songs, being able to write correctly and speak fluently with 
different dialect speakers. Although the number of participants in this pilot 
questionnaire was relatively small, the responses were very similar to those 
from a wider study in the USA conducted by Belnap in which more than 
600 Arabic learners participated (Belnap, 2006). The various motives ex-
plained by the learners confirm that it is not a specific form of Arabic or a 
specific skill that they aim for, but it is the near-native speaker’s level of 
proficiency in Arabic with its package of varieties and skills.  
3. The Arabic native speaker 
In this paper, the focus is on the educated native Arabic speaker, who can 
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be considered a target model in TASL and who reflects the learning needs 
expressed by university students (Belnap, 2006). In the case of Arabic, the 
native speaker can be anyone brought up in an Arabic speaking 
community across the world. This broad background entails a wide range 
of spoken dialects. However, one common variety among all the educated 
NS is MSA1. Therefore, besides being the variety which the regional dia-
lects stemmed from, MSA has an important role in the political and social 
Arab identity and unity. In brief, one can say that the educated Arabic 
speaker usually masters two varieties of Arabic: MSA and his/her regional 
mother tongue dialect. In describing how the educated speaker makes use 
of these varieties, Wahba states that they have an awareness of how to use 
each variety, mixing and switching between one and the other appro-
priately (Wahba, 2006: 146). In an informal inter-dialectal situation, the 
educated speaker is likely to be speaking mainly in his/her regional dialect, 
while in a more formal situation, the speaker borrows more from MSA to 
level his/her speech up to match the formality of the situation. In his 
paper, Wahba focuses mainly on the importance of teaching MSA and a 
dialect, and their uses according to the situations. The paper does not 
demonstrate, though, any linguistic rules of how the mixing between the 
varieties occurs, neither how the NSs manage to understand each other in 
cross-dialectal communication. A question is still asked by the learners: 
“How do they cope when communicating with a speaker of a dialect 
different than what they have learnt?” 
4. Cross-dialectal communication: Language choice and com-
prehension strategies. Background 
Until the 60s, it was thought by some linguists that the Arabic dialects 
were as widely different as European languages, and that due to this 
mutual unintelligibility the Arabic speakers resort to MSA in cross-dialectal 
situations in order to achieve comprehension (Ezzat, 1974). Few studies 
since then have investigated Arabic cross-dialectal communication in order 
to answer questions like: a) is there mutual intelligibility between the 
1 It has been stated that there are also regional variations in the use of MSA but to a much 
less extent of linguistic differences when compared to the regional dialectal variations. For 
an example of variations in MSA, see Van Mol (2003). 
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Arabic dialects?; b) is there a specific dialect —such as Cairene— that be-
haves as the lingua franca?; c) if MSA is used in cross-dialectal commu-
nication, are there rules for that code-switching? (Abu-Melhim, 1992; 
Blanc, 1960; Ezzat, 1974). In these three studies, the methodology for data 
collection was recording conversations between different dialect speakers. 
The participants were all highly educated speakers and most of the to-
pics of their conversations —with exception to Abu Melhim’s study— 
tended to be formal. These studies stated that there is a high level of mu-
tual intelligibility among the different dialect speakers, and that this intel-
ligibility was achieved through making modifications in their language by 
borrowing a considerable number of linguistic elements from MSA in or-
der to clarify unfamiliar utterances or to classicize. They also stated that 
there is not a specific or a pure variety spoken as the lingua franca (Abu-
Melhim, 1992: 227; Blanc, 1960: 131; Ezzat, 1974: 8). 
Some of the limitations in these studies were the small number of 
participants (between 5 and 10), their high level of education (all post-
graduates), and the formal topics used in the conversations, which raise the 
question of whether the use of MSA was due to the formality of these 
topics —even if they were inter-dialectal— or were they initiated mainly 
because of the cross-dialectal situation. These three studies focused only 
on the language that the native speakers produced and not on how they 
managed to understand unfamiliar utterances in other dialects. In my stu-
dy, on the other hand, the aim is to see whether there are systematic 
patterns of borrowing from other Arabic varieties in informal cross-dialec-
tal conversations as well as to investigate strategies used by the interlocu-
tors in order to reach comprehension. 
5. Methodology of this study 
Similar to the previous studies, recorded conversations with native spea-
kers of different Arabic dialects is the method of collecting the language 
data. However, a few points were taken into consideration in the study de-
sign in order to present enough justification for any claims made. The 
number of participants in this study (21 Arabic speakers) was higher than 
the number in the previous studies and, although most of them were 
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highly educated, there were some participants without a university degree. 
They represented different ages, genders and levels of exposure to other 
Arabic varieties. This variability was intended in order to investigate 
whether any observations were limited to a certain category of speakers. 
The topics of the conversations were chosen to be informal (such as daily 
routines and personal experiences), which ensured that the use of MSA 
was mainly going to be due to the cross-dialectal situation and not 
prompted by the formality of the topics.  
5.1. The informants and the setting 
Twenty-one Arabic native speakers of twelve different dialects (Western 
Saudi (precisely from Jeddah), Najd Saudi, Jordanian, Egyptian, Li-
byan, Algerian, Eritrean, Kuwaiti, Tunisian, Omani, Syrian and Iraqi) agre-
ed to participate in the study. The demographic information was collected 
through a short questionnaire which they filled in after the recordings. The 
informants included six males and 15 females of different ages (from 16 to 
over 50) and different levels of education (from school level up to PhD 
holders). The participants were asked about their level of exposure to MSA 
and other dialects in order to investigate whether that exposure has an in-
fluence on the language they use and the level of comprehension they 
achieve in cross-dialectal communication. Only one participant was not 
educated in Arabic and she was the only participant to state that she had a 
difficulty understanding MSA. Eighteen out of the 21 stated that they did 
not find any difficulty in understanding most of the Gulf,  Levantine, and 
Egyptian dialects, while 15 participants said they had difficulties understanding 
North African dialects. Appendix 1 lists the demographic information of 
the participants, including the languages of their education and the abbrevia-
tions of their dialects which are used in referring to them in the study. 
The recorded conversations were held between two or three partici-
pants at a time. They were asked to converse as naturally as possible and 
they were given cards with some informal topics as suggestions such as: 
describing a favourite meal, explaining their weekend plans, usual shopping 
places, plans for the summer holiday, outings with the children, etc. Some 
observations and notes were written down during each conversation, 
including questions on borrowings from varieties other than the speaker’s 
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dialect and on comprehension. After the recording, the participants were 
asked these questions in order to find out whether certain MSA words that 
they had used are also used in their own dialect. They were asked about 
how they managed to understand the utterances that differed from their 
own dialects. The data comprised 11 conversations with a total of 196 mi-
nutes of language. Each conversation lasted between 15 to 25 minutes.  
5.2. The data analysis 
The analysis comprised two aspects: the language itself, including instances 
of borrowing from MSA or from a dialect other than the speakers’, and a 
subjective analysis of the comprehension strategies (how the listener un-
derstood or did not understand the variety s/he heard). In order to verify 
whether a speaker borrowed an element from MSA or another dialect, the 
researcher asked them whether there was an alternative way of saying the 
same utterance in their own dialect. In some cases, further verification was 
carried out through NSs other than the participants. There were three le-
vels of linguistic borrowing observed:  
1. Phonological borrowing: when the speaker used a word shared 
between two varieties (for example, their native dialect and MSA) but with 
phonological differences. An example was observed when Jrd12 said dā-
ʾira (‘circle’ in MSA) instead of its Jordanian equivalent dāyra. In this study, 
such examples are labelled as phonological borrowing because the 
differences between the two words are only in pronunciation. 
2. Lexical borrowing: when the speaker used a word different —in 
terms of the root— from its equivalent in their own dialect. An example 
from the conversation between Omn1 and Tns 1 was the MSA word 
kaḏālik (‘also’) instead of its Tunisian equivalent, zādah.  
3. Borrowing a phrase or a sentence: when more than one single le-
xical item were used differently from their equivalents in the speaker’s dia-
lect. An example from the conversation between Egy2 and Lib2 —which 
will be explained in the next section in example (4)— was the MSA 
2 Jrd1 refers to the first Jordanian participant. For the list of the participants and the 
abbreviations of their dialects, please see Appendix 1. 
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sentence fī ḥīn aṭ-ṭabqa al-ġanyya fī miṣr fī ḏalika al-waqt meaning ‘While 
the rich class in Egypt at that time ...’.  
There were observations of lexical items borrowed from another 
variety but influenced by the pronunciation of the speaker’s dialect, which 
were still classified as lexical borrowing. In analysing the comprehension 
aspect of the conversations and to determine whether the interlocutors un-
derstood certain utterances or not, the researcher made note of responses 
that suggest a lack of comprehension or uncertainty. Further verification 
was done by asking them directly after the recording whether they had 
understood the utterances that are different from their dialects, and how 
they thought they managed to understand them. 
6. The results:  
6.1. Language choice: borrowing from MSA and other dia-
lects 
Borrowings from MSA were observed to be limited to 19 instances, only 
in Seven out of the 21 participants, with the rest of the participants 
speaking only in their respective dialects3. The observed MSA borrowings 
included two phonological borrowings, nine lexical and eight phrases. The 
following examples demonstrate some of these borrowings and the 
context in which they occurred. In example (1), Jrd1 describes how a pie is 
made and uses the MSA equivalent of the word ‘circle’ which differs only 
phonologically from the Jordanian ‘dāyra’: 
(1) Jrd1: btiṭlaʿ dāʾira 
 comes out circle 
 ‘It comes out (in the shape of) a circle.’ 
In example (2), an MSA lexical item was used for clarification. When 
SdiW1 does not understand the Jordanian word ‘ṣubba’, Jrd1 repeats it in 
MSA: 
(2) Jrd1:  b-iš-šitwiyyi byiʿmlū-hā ʿa- ṣ-ṣubba tabʿiti il-kāz 
3 These seven participants were Jrd1, Lib1, Lib2, Lib3, Omn1, Tns1, and Irq1. 
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by-the-winter (they)make-it on-the-heater of (belongs 
to) the-gas 
 ‘In winter, they make it (cook it) on the gas heater’ 
 SdiW1:  ʿalā eaš? 
 On what? 
 ‘On what?’ 
 Jrd1:  ṣubba…. ṣubbit kaaz midfaʾa yaʿnī 
Heater (Jordanian)… heater gas …. Heater (MSA) 
means 
 ‘A heater…..gas heater…. I mean a heater (MSA)’ 
 SdiW1:  aaah. daffaya yaʿnī 
 oh. Heater (Saudi) means 
 ‘oh. You mean a heater’ 
In example (3), the conversation between Omn1 and Tns1 went 
from the informal topic of the activities that parents do with their children 
to a more formal topic of how to bring up Muslim children in a non-
Muslim environment. At this point, Omn1 said the whole sentence in 
MSA. When the topic changed again to talking about how delicious Alge-
rian food is, Omn1 switched back to the dialect: 
(3) Omn1:  fa-ʾiḏā kāna haḏā al-ʾasās mawjūd wa-kāna ʿindahu 
taqabbul  
 So-if was this the-basis existing and-was has accepting  
‘So if this concept was there and he was willing to accept 
(an opinion)’ 
The next example shows that the formality of the topic initiated the 
borrowing of a whole phrase from MSA. Lib2 and Egy2 were talking in 
their dialects about his visits to Egypt, then the topic changed to ‘how the 
social classes in Egypt changed in the last decade’:  
(4) Lib2: fī ḥīn aṭ-ṭabqa al-ġanyya fī miṣr fī ḏalika al-waqt 
 In time the-class the-rich in Egypt in that the-time 
 ‘While the rich class in Egypt at that time...’ 
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The phrase in example (4) by Lib2 was in MSA with the exception 
of not using case endings. One observation in this example was Egy2 in 
the same conversation who did not use any elements of MSA, even when 
she repeated the word ‘ṭabqa’ ‘social class’, she used the Egyptian equi-
valent ‘ṭaba’a’ without borrowing the MSA phonological element of the 
‘qaaf’ sound. 
The other observation regarding the language modifications was the 
borrowing from other dialects. It was not possible in this study to point 
out all the dialectal borrowings as we do not have full knowledge of all of 
the participating dialects; however, it was still possible to observe a consi-
derable number of 23 dialectal borrowings. Ten out of these 23 dialectal 
borrowings were borrowed from the Syrian dialect by Alg2 in her 
conversation with SdiW34. The rest of the dialectal borrowings were made 
by five other participants5. Most of the 23 instances were nouns borrowed 
from the interlocutors’ dialects and usually followed or preceded by their 
equivalents in the speaker’s dialect. The following are some examples of 
dialectal borrowings. Example (5) shows how Alg2 used Syrian words 
when speaking to SdiW3. The word ‘hoon’ is a Syrian cognate for the Alge-
rian ‘hnaya’, and the word ‘imm’ is the Syrian cognate for the Algerian 
‘yimma’. 
(5)  Alg2: enti sakna hoon maʿa imm-ik? 
 You live here with mother-your? 
 ‘Do you live here with your mother?’  
Example (6) shows borrowing a lexical element from the interlo-
cutor’s dialect in answering a question and repeating the final word in the 
question. In this example, Egy1 and Jrd2 were talking about summer holi-
day plans. Egy1 answered Jrd2’s question and repeated the Jordanian word 
‘mḥall’ with an influence of Egyptian pronunciation ‘maḥall’ by inserting 
an extra vowel after the first consonant. The Egyptian equivalent of the 
word ‘mḥall’ is ‘makan’. It was observed that Egy1 borrowed another two 
4 After the end of the conversations, Alg2 explained that she has many Syrian friends 
from whom she had learnt the Syrian dialect and which she believes is easier to 
understand than her own Algerian dialect. 
5 These were Egy1, Lib1, Lib2, Alg1, and Tns1. 
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words from the interlocutor’s dialect, while Jrd2 spoke only in her dialect 
even when answering questions and repeating utterances by Egy1. This is 
illustrated in example (7) in which the phrase “how long have you been” 
differs in the two dialects; Jrd2 replied in Jordanian and did not repeat the 
Egyptian verb ‘ba’a’.  
(6)  Jrd2: w-entu ḥa-trūḥū ʾayy mḥall? 
 and-you (pl.) will-go (you. pl.) any place? 
 ‘and are you going anywhere?’ 
 Egy1: laʾ miš ḥa-nrūḥ maḥall ḳāliṣ 
 no not will-go(1st person pl.) place at all 
 ‘No, we’ll not go anywhere at all’ 
(7) Egy1: ba’a-l-ku add eeh fi-l-balad hina? 
Became-for-you(pl.) size (or amount) what in-the-
country here? 
 ‘How long have you been here in the country for?’  
 Jrd2: ʾiḥnā ṣār-l-na min 2008 
 We became-for-us from 2008 
 ‘We have been (here) since 2008’ 
Example (8) was from the conversation between Lib2 and Egy2, in 
which Lib2 was observed to have borrowed six lexical items from the 
Egyptian dialect of the interlocutor (Egy2). In this example, after Lib2 said 
the Egyptian word ‘elʿayš’, he pointed out how it is said in his Libyan dia-
lect: 
(8) Lib2: el-ʿayš, el-ḳubz ʾiḥnā ngūl ʿalī-h 
  The-bread, the-bread we say on-it 
 ‘The bread (Egyptian), the bread (Libyan) we call it.’ 
6.2. Language comprehension 
A total of sixty four lexical items elicited form the conversations were 
chosen to be investigated subjectively by asking the participants after the 
end of their conversations of whether they understood them or not, and, if 
they did, then how they thought they achieved this understanding. The 64 
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items were chosen based on their apparent linguistic differences to 
their equivalents in the interlocutor’s dialect. The level of intelligibility 
observed in this study was very high even between geographically distant 
varieties with only ten lexical items —mostly nouns and verbs- causing 
comprehension failure. Table 1 shows the participants’ responses regarding 
the comprehension of the 64 items. 
Participants’ response Number of le-xical items 
Percent
age 
Familiar with the item due to previous exposure. 32 50% 
Unfamiliar with the item but managed to guess the correct 
meaning from the context. 8 12.5% 
Unfamiliar with the item but managed to guess the correct 
meaning from the context by relating it to its familiar 
cognates in other Arabic varieties. 
10 15.6% 
Unfamiliar with the item and did not understand it, but 
ignored it as it did not affect the general meaning (non-
content words). 
4 6.3% 
Did not comprehend due to unfamiliarity of a non-cognate 
and with a lack of adequate contextual clues. 10 15.6% 
 Table 1. The participants’ responses regarding the comprehension of 64 lexical items. 
The following are examples from the investigated items that de-
monstrate the five responses given by the participants. In example (9), 
Egy1 understood the Jordanian verb ‘ballaš’ meaning ‘started’ —although it 
comes from a different root from the Egyptian and the MSA equivalent is 
‘badaʾ’— because —as she stated— she was already familiar with it from 
previous contact and media exposure to Levantine Arabic: 
(9) Jrd2: ʾiḥnā ballašnā nsāʿid māmā 
  We started help mum 
 ‘We started to help mum’ 
Example (10) was from the conversation between SdiW3 and Ert1, 
when SdiW3 was describing cooking a local dish using meat. In this exam-
ple, Ert1 explained that she was not familiar with the word ‘awṣāl’ but she 
guessed from the context that it should have meant ‘pieces’. In her dialect, 
she would have said ‘qiṭaʿ’. She also stated that, in a context other than 
cooking, she could have thought it meant connections, wires or receipts, 
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linking it to other cognates from the MSA root w-s-l: 
(10) SdiW3: baʿdīn binḥuṭ ʾawṣāl il-laḥm ʿalā-r-ruzz 
  Then put(1st person pl.) pieces the-meat on-the-rice 
 ‘Then we put the meat pieces on the rice’ 
Example (11) shows how the participant could relate an unfamiliar 
word to its cognate in MSA with the aid of the context in order to guess its 
meaning. This was from the conversation between Lib3 and SdiW2 when 
talking about a recipe. SdiW2 asked Lib3 what ‘ḥūlī’ was, but before she 
got an answer she said ‘does this come from the MSA word ‘ḥawl’ —mea-
ning one year? Is it a one year old lamb?’—, and her guess was correct.: 
(11) Lib3:  baʿd-il-ḳuḍār nuṭbḳ-āl-ḥūlī 
  After-the-vegetables cook (1st person pl.)-the-lamb 
 ‘After the vegetables, we cook the lamb’ 
In example (12), Egy1 after her conversation with Lib1, stated that 
she ignored the non-content word ‘wājid’, as it carried little semantic 
meaning and did not affect the main point in the sentence: 
(12) Lib1:  it-taʿlīm yiʾṯṯir wājid fī –n-nās 
  The-education affects a lot in-the-people 
 ‘Education affects people a lot’ 
Example (13) shows two verbs that were not understood by 
Omn1 in his conversation with Tns1. The verbs are in the Tunisian dialect 
and do not have cognates in MSA neither in the Omani dialect. 
Omn1's response regarding comprehending these verbs was that he could 
not guess their meanings and that the context did not help: 
(13) Tns1:  al-ḳuḍār nṭayyib-uh bi-l-ḥār w-al-ʿajīn nšayyiḥ-ūh 
  the-veggie cook (1st per. pl.)-it by-the-spice and-the-
dough dry (1st per. pl.)-it 
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7. Discussion of findings 
Analysing the results of this study showed that the NSs spoke mainly in 
their own dialects in informal cross-dialectal situations with minimal bor-
rowings from other dialects and MSA. A clear exception to this finding 
were the speakers of North African dialects, who tended to make con-
siderable modifications to their language such as Alg2 in example (5), who 
borrowed a lot from the Syrian dialect. In the most recent study by Abu 
Melhim, he observed 1402 MSA borrowing instances in his data of 660 
minutes of cross-dialectal conversations (Abu-Melhim, 1992), or 2.124 
instances of borrowing per minute. In comparison, the 19 instances in the 
196 minutes of this study yields a per-minute rate of 0.097. It can be 
argued that this limited language modification reflects the speakers’ confi-
dence that their dialects are well-understood, an argument that is also 
supported by the observed high degree of mutual/inter-intelligibility with 
only ten instances of comprehension breakdown. 
The limited MSA and dialectal borrowings were also variable and, as 
expressed by the participants, they were instigated by different factors and 
motives such as the speakers’ exposure and attitude to MSA and other dia-
lects. Example (3) showed Lib1 switching into MSA for elevating (classi-
cizing) the conversation when the topic became slightly formal; neverthe-
less, this modification was not applied by Egy2 in the same conversation, 
who expressed her attitude towards using MSA in conversations as soun-
ding unnatural. In examples (6) and (7) Egy1 was also observed to borrow 
from other dialects and she explained that she grew up in an Arab country 
different from Egypt where she used to speak with other dialect speakers 
and, therefore, she was comfortable switching to another dialect in order 
to help comprehension. Jrd2 in the same conversation said that, although 
she understands Egyptian and a few other dialects well, she feels shy spea-
king in any dialect other than hers. Such variability in the language choice 
means that it is not possible to describe specific strategies in language 
modifications to the learners of Arabic but, alternatively, to teach them 
about this variability and encourage them to make their own choice of 
language modification in cross-dialectal communication. 
As stated above, although the majority of the participants spoke 
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mainly in their native dialects, the level of comprehension was very high. 
On the one hand, one can argue that this comprehensibility is due to the 
NSs’ exposure to each others’ dialects. Table 1 showed that 50% of the 
investigated lexical items were stated by the participants to be understood 
because of their familiarity with them from previous exposure. On the 
other hand, the participants also expressed that they applied different skills 
in order to understand the unfamiliar utterances. These skills included: a) 
making use of the context, such as in example (10); b) cognate-pairing by 
relating an unfamiliar word to its root cognate in MSA, such as in example 
(11), and c) simply ignoring non-content words that do not affect the 
general meaning, as in example (12). The results showed only ten instances 
of lexical non-cognate items6 that were not understood due to a lack of 
contextual clues to aid their understanding. Yet, still in these ten instances, 
the speakers tried to further explain their meanings by borrowing from 
another Arabic variety, such as in example (2). 
8. Conclusions and recommendations for application in TASL 
This paper discussed how the Teaching of Arabic as a Second Language 
(TASL) should not only focus on specific Arabic varieties but, instead, on 
the skills that the NSs have. In investigating some of these skills, this study 
examined how the Arabic NSs modify their language and manage com-
prehension in cross-dialectal informal conversations. The study showed 
that there has been an increase in the Arabic cross-dialectal mutual intelli-
gibility which was reflected here by the NSs making minimal modifications 
to their language, yet achieving a high degree of comprehensibility in their 
conversations. Such successful communication seemed to be a result of 
the NSs previous exposure to other Arabic varieties as well as certain com-
prehension skills that they applied.  
Although this study showed limited borrowings from MSA and mo-
re dependence on the dialects, it also showed that MSA was still used as a 
frame of reference in aiding comprehension when the interlocutors related 
6 No instances of syntactic comprehension breakdown could be observed in this study. 
This could be due to the fact that the main linguistic differences between Arabic varieties 
are lexical and morpho-phonological (Rosenhouse, 2007: 653). 
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unfamiliar utterances to their cognates using the MSA root system in order 
to guess the correct meaning. The NSs also made use of the context and 
sometimes ignored unfamiliar words when they did not hinder the general 
meaning that was intended by the interlocutors.  
In light of these findings, we recommend that the learners of Arabic 
in HE should still be introduced to MSA as it is not only the variety of 
most of the written language and the formal situations, but it also contains 
the root and pattern linguistic system which is shared by all the other Ara-
bic varieties and which has an important role in the recognition of Arabic 
cognates. In terms of spoken communication, the learners need to master 
at least one dialect; moreover, the choice of this particular dialect should 
not be limited to specific varieties that might be thought by the educators 
as the closest to MSA or believed to be the most intelligible. The third 
language aspect that is emphasised in this study is the learners’ ability to 
engage successfully in cross-dialectal situations by making use of their 
knowledge of MSA and a dialect. The Arabic learners should therefore be 
introduced to the speaking and the listening skills that the NSs apply in 
such situations, which include: making some modifications —if they 
wish— to the dialect they speak by borrowing elements from MSA; ma-
king use of contextual clues to help understanding; and relating the Arabic 
cognates using the root and pattern system in order to correctly guess the 
meanings of unfamiliar utterances. We propose here that training the 
learners to have these skills would provide for their diverse learning needs. 
They would be able to communicate naturally and efficiently using a dia-
lect, to understand the MSA used in written and formal language, and to 
have the confidence to engage in conversations with other Arabic dialect 
speakers which altogether represent the near-native proficiency level. 
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1 Jrd1 Jordanian M 30+ MA (Science) Arabic mostly English + Arabic 
2 SdiW1 Saudi (Western) F 30+ MA (Science) Arabic 
mostly English 
+ Arabic 
3 SdiN1 Saudi (Najdi) F 30+ MA (Science) Arabic 
mostly English 
+ Arabic 
4 Jrd2 Jordanian F 16 High School Arabic and SL not applicable 
5 Egy1 Egyptian F 30+ PhD (Dentistry) English English 
6 Lib1 Libyan F 44 PhD (Psychology) Arabic English 
7 Egy2 Egyptian F 26 BA (Linguistics) Arabic English 
8 Lib2 Libyan M 44 MA (Linguistics) Arabic English 
9 Egy3 Egyptian M 28 MA (IT) Arabic English 
10 Alg1 Algerian M 47 High school Arabic not applicable 
11 Lib3 Libyan F 20 High school Arabic not applicable 
12 SdiW2 Saudi (Western) F 29 MA (Health) Arabic English 
13 Alg2 Algerian F 37 BA Arabic French 
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14 SdiW3 Saudi (Western) F 25 BA (English) Arabic English 
15 Ert1 Eritrean F 35 High School Arabic and SL not applicable 
16 Kwt1 Kuwaiti F 25 BA English English 
17 Lib4 Libyan F 29 BA (Arabic Linguistics) 
Arabic and 
SL English 
18 Omn1 Omani M 24 BA Arabic English 
19 Tns1 Tunisian M 40 High School Arabic and SL not applicable 
20 Irq1 Iraqi F 44 MA Arabic English 
21 Syr1 Syrian F 30+ BA Arabic Arabic 
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Some Remarks on Certain Lexico-statistical 
Resources for Vocabulary Selection in Arabic: 
Lexical Availability 
LAURA GAGO GÓMEZ1 
 University of Salamanca ~ lgago@usal.es 
1. Introduction 
The aim of this paper is to present a methodological tool used in the field 
of lexicostatistics, lexical availability (LA). Even though its conception and 
development were intimately related to research on second language voca-
bulary selection (Gougenheim et al., 1967), LA is nowadays employed in 
other scientific disciplines such as Sociolinguistics, Dialectology, Ethnolin-
guistics, and even Psycholinguistics. Nevertheless, the widespread use of 
LA is —to our knowledge— scarcely present in Arabic Linguistics, where 
the only study applying LA is Amara’s PhD (1986), and other subsequent 
studies by the same author (Amara, 1999a and 1999b). 
This article has four parts. First, we refer briefly to the difficulties in 
vocabulary selection within Arabic as a Second Language (ASL). Second, 
we succinctly explain some of the aspects of Lexical Frequency (LF). The-
se aspects of LF are, in fact, at the basis of the emergence of LA as a con-
cept. Third, we provide a definition of LA and explain the procedure for 
obtaining this kind of vocabulary. To conclude, we list some of the advan-
tages of this statistical tool, which has the potential to become quite 
valuable in future research within Arabic Linguistics. 
 
 
1 This research was funded through an F.P.I.-USAL scholarship granted by the University 
of Salamanca. 
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2. Vocabulary selection in Arabic as a Second Language and 
statistical tools 
2.1. Vocabulary selection in Arabic as a Second Language 
It is well-known that vocabulary selection constitutes one of the main to-
pics in Applied Linguistics (Bogaards, 1994; Sánchez-Sauss, 2011). As it is 
impossible to teach (even to know!) all the vocabulary of a given language, 
finding the essential words for L2 learners is an essential task. In the case 
of Arabic, the difficulties in selection are aggravated by two phenomena:  
▪ The reputed lexical richness of Arabic, i.e., the profusion of syno-
nyms and polysemous terms. Nonetheless, it is not possible to 
state that this feature is exclusive to Arabic. 
▪ The sociolinguistic situation in the Arab world. Even though there 
is a general consensus in most sociolinguistic studies in describing 
this situation in terms of a linguistic continuum between the standard 
and dialectal varieties, this finding does not seem to be taken into 
account when ASL teaching-learning  materials are being formula-
ted, in which a more dichotomous perspective still prevails. Thus, 
the two varieties are not taught as related, but rather presented se-
parately, with no intertwined dialogue between them. Mixture and 
codeswitching, common practices in native Arab speech, remain 
hidden for the ASL student, who is therefore being presented with 
a fictional situation. 
2.2. Lexico-statistical resources for vocabulary selection 
There are many statistical tools designed to accomplish the task of voca-
bulary selection for SL learning: familiarity and subjective selection are but 
two of them (Bogaards, 1994; Bartol, 2010). Nonetheless, in this paper we 
will focus on LF and Availability.  
2.2.1. Lexical Frequency  
LF is one of the first objective criteria for vocabulary selection. Far from 
being an innovation, this tool has been employed since 1897, used for the 
first time by J. W. Käding in Häufigkeitswörterbuch der Deutschen Sprache (Car-
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cedo, 1998). LF is probably the most well-known and used tool in Arabic 
Linguistics. It was used for the first time in Arabic Linguistics by Brill as 
early as 1940 and has been taken into account in many other studies since 
then, such as ʿĀqil (1953), Landau (1959) or ʿAbdu (1979), among others. 
LF is based on a corpus which is analyzed in order to find which 
words are most frequently used in a language. In fact, this methodology 
starts from the premise that the words with the highest frequency are more 
helpful for the student, since they are so widely used2. Nevertheless, some 
objections can be raised concerning not only this assumption, but also the 
methodology itself3.The corpus methodology raises doubts as to the vali-
dity of the results: How large should it be to be representative of Arabic? 
What textual features should be sought? And although the size of the cor-
pus is no longer a problem since computers allow us to process a huge 
number of texts4, the chosen texts and their features may also have an 
effect on the type of vocabulary found. In this respect, the prevalence of 
written texts in this kind of studies results in the overwhelming presence 
of the standard variety. It is also important to note that this lexicon be-
longs to a formal, elaborated style. Fortunately, this emphasis on written 
language may be changing, since more recent studies, such as Buckwalter 
& Parkinson (2011), include oral or near-oral productions in their corpora. 
In any case, the subjects treated in the corpus may modify the rela-
tive importance of certain words. For example, Brill’s work (1940) is based 
on newspapers from Egypt, Lebanon, Iraq and Palestine. As a result, terms 
like Palestine, Iraq together with ﺔﻣﻮكﺣ, ةﺪﻳﺮﺟ, ﺲﻴﺋر, دﻮﻬﻳ and ةرازو appear in 
the first ranks of his wordlist. Furthermore, terms like ﻮﻴﺴﻣ  (Monsieur), ﺮﻫ  
(Herr) o ﺮﺠﻣ (Magyar) occupy medium rank positions due to the historical 
context of this study. Likewise, in Buckwalter & Parkinson’s wordlist 
(2011), which is based on much more diversified corpora 4F5, some of the 
2 See for example the introduction of Buckwalter & Parkinson (2011). 
3 These objections are summarized in Bogaards (1994) and also in Bartol (2010). 
4 “Since the 1990s considerable progress has been made in corpus-based computational 
linguistics, making it possible to survey much larger amounts of data” (Buckwalter & 
Parkinson 2011: 3). 
5 Their sources are: “(i) daily newswire, (ii) newspaper editorials, opinion essays, regular 
columns; (iii) learned prose, consisting mostly of articles in academic and scientific jour-
nals, including "Islamic guidance" essays, and popular but formal magazines and publica-
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first nouns and verbs are: ﹶنﺎﻛ  (10), اﻪ� ﻟ  (12),  �لﺎﻗ (15), ﻛ�ﻞ  (19), مﻮﻳ (26), ءيﺷ  
(39), ﺮﻴﻏ(42),  ﺲﻔﻧ (44), ﻲﺑﺮﻋ (45)5F6. 
Certainly, the topics addressed in the journalistic sources are behind 
these results. For this reason, the main aim of these studies, i.e., finding the 
most frequent words in Arabic -in such a holistic perspective-, ultimately 
fails because of the source materials. 
In order to minimize the negative effects of corpus limitations, many 
mechanisms and concepts have been developed. First, a common practice 
is to calculate the range of the words, i.e., the distribution or dispersion of 
a term throughout the corpus or in  its different sections —if it is divided 
into sections. The range is usually expressed by a percentage and it is used 
to identify words whose high frequency corresponds to a general use, i.e. it 
appears in most parts of the corpus, or whether it corresponds to a spe-
cific use in a text or part of the corpus. In this way, the specific features of 
some parts/texts of the corpus may be corrected. Moreover, this rate is so-
metimes used to regulate the absolute frequency of words, as in Buck-
walter & Parkinson (2011), where the corpus section in which the item is 
most present is also indicated by a shortening in the lemma: +spo [mainly 
in spoken texts], +news [mainly in newspaper texts], +lit [mainly in literary 
texts], etc. 
Secondly, it is important to consider what the counting unit is. In 
frequency studies of European languages the counting unit usually is the 
‘graphic word’, i.e. items between blanks7. In Arabic Linguistics this crite-
rion is not assumed, since the article (– ﻟاـ ) is considered as an independent 
unit to be counted (see Table below). Moreover, collocations and multi-
word expressions are neglected, the same as in European language 
studies8. Thus, on the one hand, multiword expressions such as ﺔﻌﻤﺠﻟا مﻮﻳ 
tions; (iv) postings on Internet discussion forums; and (v) literature and fiction, made up 
of short stories, novels, and plays”. And 10% of the corpus is formed by oral texts 
(Buckwalter & Parkinson 2011: 3). 
6 The lemma of some of these words also indicates  whether they can also behave as an 
adjective or a particle. 
7 See, for example, Carcedo (1998) for a short reference of LF Studies in Spanish. 
8 See for example Buckwalter & Parkinson (2011: 2). 
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may disappear in the counting process, and, on the other hand, an extra 
frequency may be added to each of the constitutive elements of the 
expression. 
Finally, it is worth mentioning that frequency studies do not take in-
to consideration the different meanings of a word, i.e., since it is the form 
of the word and not its meaning which is favored, and all its nuances and 
different usages are hidden under a single lemma (Carcedo, 1998). There-
fore, it is important to emphasize that what is measured is the frequency of 
forms, and not their meanings. In short, it is not possible to know what 
meanings or concepts are more frequent in Arabic —something of prima-
ry importance from the point of view of cultural competence— or what 
different a word may have. Thus, students are confronted with the high 
polysemy of Arabic words, even if this difficulty is being addressed by syn-
thetic translations and, sometimes, examples of contextual use presented in 
the lemma entry of the frequency wordlist (Buckwalter & Parkinson, 2011; 
Kouloughli, 1991). 
As a result of these methodological specifications, the words in the 
first rank positions of the wordlist are what one would expect. The follo-
wing table shows the top ten lemmas of three different studies (Abdu, 
1979; Buckwalter & Parkinson, 2011; Landau, 1979. See Table 1): 
 Landau (1959) ʿAbdu (1979) Buckwalter & Parkinson (2011) 
1 يﻓ يﻓ ـﻟا 
2 �ﻣﻦ �ﻣﻦ و 
3 ـﹺﺑ �ﻋىﻠ يﻓ 
4 ـ�ﻟ  ﹼنإ- ﹼنأ �ﻣﻦ 
5 �ﻋىﻠ إىﻟ ـ�ﻟ 
6 ﹶنﺎﻛ ﹶنﺎﻛ ـﹺﺑ 
7 إىﻟ هﺬﻫ اﺬﻫ �ﻋىﻠ 
8  ﹼنإ- ﹼنأ أن ﹼنأ 
9  اﺬﻫ- هﺬﻫ  يﺬﻟا- يﺘﻟا إىﻟ 
10 ﻻ ﻻ ﹶنﺎﻛ 
Table 1. First ten words in three frequency wordlists. 
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As can be observed, for the most part the top ten words in each of 
the three lists are prepositions and auxiliary or polyfunctional words. There 
is no doubt that the major feature of these top ten terms is that they are 
grammatical. Because of this, it is important to note that no concrete mea-
ning can be attached to them. In fact, their high frequency is actually a re-
sult of this feature. Moreover, the parts of speech are not differentiated 
during the frequency counts. That is, the different parts of speech are not 
taken into account as different counting units: nouns, verbs, adjectives, 
and prepositions are competing on equal footing, regardless of their diffe-
rent features and functions. Consequently, specific meaning nouns and 
verbs are moved to lower positions in the wordlist. 
Indeed, when reading a text, most of the terms in it belong to this 
kind of vocabulary —i.e., frequent vocabulary. In this sense, frequent vo-
cabulary allows a high degree of lexical cover (Bogaards, 1994, among 
others), i.e., a high number of words would be familiar to the student. Ho-
wever, even if the main objective of Arabic teaching were the comprehen-
sion of written texts and not the the students’ linguistic production, it is 
not possible to state what the learner of Arabic will understand for two 
main reasons: first, the polysemous character of the frequent words with 
which he/she is familiar; and, secondly, the low communicative value of 
the frequent vocabulary (Galisson, 1991; Bogaards, 1994), devoid of any 
specific meaning. 
It is in this state of the art that the concept of LA was developed by 
the French researchers R. Michéa, A. Sauvageot, P. Rivenc and G. Gou-
genheim (1967). They felt that a way to find the most useful nouns and 
verbs was needed in order to compile the guide known as Le Français Fon-
damental (Gougenheim et al., 1967). In their conception, LA is not called on 
to replace frequent vocabulary, but to complement it by adding a glossary 
that meets another linguistic features. 
2.2.2. Lexical Availability 
2.2.2.1. What is Available Vocabulary (AV)? 
The classical definition of AV corresponds to Michéa’s work (1953: 342) is 
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as follow: “Un mot disponible est un mot qui, sans être particulièrement 
fréquent, est cependant toujours prêt à être employé, et se présent inmé-
diatement à l’esprit ou moment oú l’on en a besoin” [An available word is 
a word that, not being specially frequent, is, nevertheless always ready to 
be used, and it comes to the mind inmediatly when it is needed, my trans-
lation]. 
In other words, AV is the potential vocabulary related to a notional 
or semantic category (called ‘centers-of-interest’). This means that AV 
does not refer to actual speech productions that have been recorded, but 
rather to a profitable use of vocabulary, which stems from its potentiality, 
which in turn depends on topic conditions. In this sense, for Hernández 
(2009: 224) AV constitutes a “conjunto de palabras que son más fácil y 
rápidamente producidas por los hablantes en torno a un tema determi-
nado” [A set of words dealing with a specific topic that are more easily and 
quickly produced by the speakers, my translation]. Here, the topic to which 
these words are related does not concern discursive settings, but notional 
categories, as stated in § 2.2.2.3. 
According to this researcher, this kind of vocabulary and the way it 
is produced link many different disciplines, as can be observed in the 
following scheme (adapted from Hernández, 2006: 24), where LA occupies 









Figure 1. Disciplines involved in 
the study of  the general theory of  
LA (adapted from Hernández, 
2006: 24). 
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2.2.2.2. How is Available Vocabulary obtained? 
The most common procedure for obtaining AV consists of an associative 
test that is generally written and organized in columns, as in Table 2 below. 
The researcher mentions the title of the center-of-interest which the in-
formants must respond to, in a column, with the words they associate with 












Table 2. Extract of  LA test (Informant #155). 
It is frequent not to write the title of centers-of-interest on the ques-
tionnaire —and replace them with a number— in order to avoid out of 
time answers or external influences during test execution. It is also custo-
mary to include a set of questions, either at the beginning or at the end of 
the test, concerning sociological data of the informant: sex, geographical 
origin, and languages spoken, among others. 
This procedure, simple in appearance, sets in motion a highly com-
plex cognitive process (Tomé, 2010; Hernández, 2006). In fact, this way of 
obtaining notional vocabulary is used with some modifications as diagnos-
tic  proof for certain mental disabilities and diseases (Hernández Muñoz, 
2006).  
As for the centers-of-interest, many studies match up, particularly 
some of the foundational studies (Gougenheim et al., 1967)9. My fieldwork 
9 This is the case of Mackey (1971), which was intended to establish a comparison bet-
ween Canadian French and European French, as well as the Proyecto Panhispánico de Léxico 
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in North Morocco is not an exception to this general tendency, as can be 
seen in the following list of common centers-of-interests: 
▪ Body parts 
▪ Clothes 
▪ Parts of the House and Furniture  
▪ Food and Drink 
▪ Things on the dining table 
▪ The kitchen and its utensils 
▪ The School: Furniture and Material 
▪ The City 
▪ The Village 
▪ Means of transportation 
▪ Farm work and garden work 
▪ Animals 
▪ Games and Entertainment 
▪ Professions  
The required number of tests depends, in part, on the researcher’s 
interests and the size of the linguistic community. However, it is advisable 
to gather a minimal number of tests so that the availability rate can beco-
me stable and reliable. 
Subsequently, all responses are transcribed respecting the order that 
the informant followed. Once all this material is arranged by center-of-
interest and by informant in a .txt file, it is submitted to a computational 
process, and using a data base, the LA rate is obtained. For that purpose, 
and in the domain of Hispanic Linguistics, there are currently two databa-
ses: Dispolex and Dispogal10. Both databases take into consideration two 
main parameters: the number of times that a word has been mentioned 
(frequency), and the position occupied by that word. The actual formula is 
Disponible, which is a huge project whose aim is to gather and study the AV of the whole 
Hispanic community in dictionaries. For further information, visit http://www.dispolex 
.com. 
10 Dispogal was developed by Prof. Guillermo Rojo of the University of Santiago de Com-
postela; Dispolex was designed for the Proyecto Panhispánico de Léxico disponible (Cfr. footnote 
9). 
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quite complex and has been developed over time. As an example, in the 





Figure 2. LA formula,according to López & Strassburger (1991). 
 
Where D(Pj) = availability of the word j; 
 n = maximal position reached in the center-of-interest; 
 i = number of that position; 
 j = word’s index; 
 e (exp) = natural number (2.718181818459045); 
 fji = absolute frequency of word j in position i; 
 I1 = number of informants of the sample. 
The result is a number between 1 and 0 for each word in each 
center-of-interest. A rate of 1 or near 1 indicates that that word has been 
mentioned by the whole or almost the whole sample in the first position(s) 
in their tests. For example, the word لاوﺮﺳ in the center-of-interest Clothes 
attains a rate of 0.84715 in a sample of students from the Tanger-Asilah 
region (Morocco). This means that approximately 8 out of 10 students 
wrote this word in the first position(s) of their questionnaires. In contrast, 
ةﺮﻛ مﺪﻘﻟا  only reaches 0.21273 in the subject Games and entertainment. Thus, 
what the database produces is a wordlist arranged by the LA rate in each 
center-of-interest. As an illustration, the top three words under the topic 
Clothes in the dialectal Arabic of the youth of Tanger-Asilah are as follow: 
a. اوﺮﺳل : 0,84715; b. طرﻮﺷ: 0,42732; c.  ﺔﺑﻼﺟ:  0,41651. 
This form of data organization is considered to be an important 
tool: since the vocabulary appears in the order of the importance it has for 
the linguistic community under study, this should be the order in which it 
is taught. That is, LA offers not only what the specific words to be taught 
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are, but also the order to be taken into account as a starting point for gra-
dual vocabulary sequencing in L2 learning. 
2.2.2.3. Characteristics of the Available Vocabulary 
The current design of the LA test produces a vocabulary formed, mainly, 
by nouns with a specific meaning, and, to a lesser degree, verbs and adjec-
tives. As can be observed, these results contrast sharply with the vocabu-
lary obtained in the frequency studies. However, LA outcome may change 
when the current formulation of the centers-of-interest is modified, even if 
it is intended to cover the same semantic field (Bogaards, 1994; Tomé, 
2012). In this sense, some researchers, such as Tomé (2012), propose re-
placing the current formulation with scripts in order to enrich the parts-of-
speech produced in the test. For example, Tomé (2012: 463) suggests the 
title Laying the table instead of Things on the dining table, both covering a simi-
lar semantic field. 
From a psycholinguistic point of view, it has been proved that AV is 
produced according to three main criteria: first, the prototypes of category 
at work; secondly, words corresponding to an early age acquisition and, 
third, the degree of familiarity (Hernández, 2006). We therefore infer that 
available words represent the most deeply rooted vocabulary in the native 
mental lexicon. 
Consequently, it is interesting to note the fact that, as Michéa (1953) 
and Carcedo (1998) pointed out, these words entail a wealth of visual and 
emotional associations, as well as linguistic ones. 
3. Available Vocabulary and Arabic as a Second Language/L2 
The different parts-of-speech obtained in LF and LA studies together with 
certain fundamental divergences in the methodological procedure led Mi-
chéa (1950) to establish a conceptual distinction between thematic and 
non-thematic words. The former are linked to a specific topic and carry a 
specific meaning, whereas the latter are detached from the thematic con-
text and their meaning is mainly grammatical or highly polysemic —at least 
in the first positions of the wordlist. Indeed, this classification corresponds 
Teaching and Learning the Arabic Language 145 
 
L. GAGO 
to LA and LF vocabularies, respectively. However, it is because of these 
particular features of each of the wordlists that LA is not called on to 
replace LF, but to complement it. In fact, some researchers argue that the 
combination of the two glossaries would form the essential lexical base: 
the fundamental vocabulary of a language (López, 1999)11. 
Much of the criticism of the LA methodology focuses on the so-
called centers-of-interest. As stated, the actual formulation of the centers-
of-interests determines the lexical outcome (Tomé, 2012; Bogaards, 1994, 
among others). And indeed,  it is difficult to grasp the whole linguistic 
reality by means of the centers-of-interests (Bartol, 2010: 104): How many 
of them are required to achieve thoroughness? 
From a positive perspective, it is possible to observe a convergence 
between the current centers-of-interests and the subjects proposed by the 
Council of Europe in the Common European Framework of Reference of Langua-
ges (CEFR). The high modulability of the centers-of-interest allows voca-
bulary to be selected in an objective manner and this is in accordance with 
the CEFR. It goes without saying that this opens up a large range of re-
search possibilities in Arabic Lexicography (See § 4).  
The Table 3 displays an adaptation of Bartol’s proposal (2010: 95) of 
convergence between Spanish centers of interests and the CEFR topics. 
From a linguistic point of view, the LA methodology is very profitable in 
Arabic as it has, at least, the following advantages: 
▪ The representativeness of corpora in LA does not depend on ac-
tual linguistic productions, but on the demographic structure of the 
linguistic community. Thus, problems arising from corpora are 
avoided. Moreover, the dependency on demographic structure al-
lows the sociolinguistic variation to be taken into consideration by 
designing an adequate sample. As for the variables chosen, it is the 
interest of the researcher that determines the number and the na-
11 To be exact, this is what is called ‘basic vocabulary’ and the AV which make up the 
basis of the ‘fundamental vocabulary’. But the former is, in fact, the result of calculating 
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ture of the variables: gender, geographical origin, and sociocultural 
levels are the most common sociological variables in LA studies. In 
short, the sociolinguistic spectrum could be captured. 
Centers-of- Interest12 Topics and sub-topics of  the CEFR 
01. Body parts 7.1. Body parts 
02. Clothes 9.3. Clothes and Fashion 
03. Parts of  the House 2. Housing 
04. House Furniture 2. Housing 
05. Food and Drinks 10. Food and Drinks 
06. Objects on the dining table [Without equivalent] 
07. The Kitchen and its Utensils 2. Housing 
10. The City 9. Shopping 
11. Public Services 
11. Places 
11. The Village 12. Places 
2.8. Flora and Fauna 
12. Means of  Transportation 5.1. Public Transportation 
5.2. Private Transportation 
13. Farm works and Garden works [Without equivalent] 
14. Animals 2.8. Flora and Fauna 
15. Games and Entertainment 4. Spare time, Entertainment 
16. Professions and Trades 1.10. Profession, work 
Table 3. Convergence between centers-of-interest and CEFR topics 
 (adapted from Bartol, 2010: 95). 
▪ LA tests can be carried out orally. Nevertheless, oral test results 
may differ slightly in relation to written questionnaires in some 
qualitative aspects, such as more diffuse associations in the former 
(Hernández, 2006). A comparison of both outcomes could shed 
some light upon the Arabic oral-written continuum by testing the 
same informants. Moreover, a later comparison with LF wordlists 
12 The centers-of-interest number corresponds to the numbering used in the Proyecto Pan-
hispánico (See footnote 9). 
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would complete the picture. 
Thus, from the most formal register (LF wordlists) to the most ca-
sual (oral LA tests) an analysis of the lexical fluidity between the two poles 
of the diglossia could be carried out: common dialect words slipped into 
formal speech together with standard loanwords in casual speech could be 
observed in a reliable manner. In this sense, it is important to note that the 
immediacy with which informants in LA tests are questioned guarantees 
the production of usual terms in the respondents’ speech. 
4. Towards a conclusion 
LA together with LF studies comprise a reliable way to find and establish 
the essential vocabulary to be taught within an L2 setting. They also allow 
us to take into consideration the dialect and the standard simultaneously, 
removing the dichotomous perspective still present in many L2 materials.  
This statistical tool permits a focus on active vocabulary and the 
communicative perspective is enhanced. This would be very suitable for 
L2 students, who find that they are ready to execute different tasks and to 
communicate and interact in their L2. In this sense, the modulability of the 
centers-of-interest could help to elaborate materials which address the 
specific needs and interests of the students. Thus, a task-based approach 
can be taken in  L2, as recommended by the CEFR. 
Furthermore, this perspective does not overlook the written langua-
ge and seeks to incorporate it in the student’s active competence, together 
with the dialectal variety. 
Besides its use in Applied Linguistics, this line of research opens a 
large range of prospective research: Lexical Dialectology, a rather neglec-
ted aspect of Arabic Linguistics, would definitively profit from it; sociolin-
guistic studies would benefit from a comprehensive demographic sample, 
thus making sociolinguistic conclusions more reliable; and interlinguistic 
collating would enlighten ethnolinguistic specificities and the real exclusive 
concepts of a community. 
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However, as stated at the beginning of this paper, the LA research 
line is scarcely present in Arabic Linguistics. It is our hope that this paper 
will encourage research in this direction. 
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 351 ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ وﺗﻌﻠﻤﻬﺎ
 
 "ﺛﻘﻞ" اﻷﻓﻌﺎل وﺗﺄﺛﻴﺮه ﻓي ﻣﺠﺎل ﺗﺪرﻳﺲ  
  *اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻠﻨﺎﻃﻘﻴﻦ ﺑﻐﻴﺮﻫﺎ
 وﻻ ﺳﺎﻧﺘﻴﺎن ﻏﺮﻳﻢﺎﺑ
 ﻣﺪرﻳﺪ –اﻟﺒﻴﺖ اﻟﻌﺮﺑﻲ moc.liamg@mmirgnallitnasp ~ 
 ﻣﻘﺪﻣﺔ .١
ﻓﻴﻤﺎ ﻳﺨﺺ ﻛﺜﺮة وأﻫﻤﻴﺔ اﻟﺘﻌﺎﺑﻴﺮ ﻣﺘﻌﺪدة ﺷﻬﺪ ﻣﺠﺎل اﻟﻠﺴﺎﻧﻴﺎت اﻟﺘﻄﺒﻴﻘﻴﺔ ﺗﻄﻮرا واﺿﺤﺎ 
اﻟﻤﻔﺮدات ﻓي اﻟﻠﻐﺎت ﻋﺎﻣﺔ وﻓي ﻋﻤﻠﻴﺔ ﺗﺪرﻳﺴﻬﺎ ﺧﺎﺻﺔ، وﻳﺮﺟﻊ اﻟﻔﻀﻞ ﻓي ذﻟﻚ إﻟى 
 siweL؛ ٠٩٩١ silliW( ﺧﻼل اﻟﺘﺴﻌﻴﻨﺎت )hcaorppa lacixelازدﻫﺎر اﻟﻤﻨﻬﺞ اﻟﻤﻔﺮداﺗي )
ﺑﻴ�ﻦ ( ﻣﻦ اﻟﻌﻘﺪ اﻟﻤﺎﺿي. ﻋﻼوة ﻋﻠى ذﻟﻚ ﻓﺈن اﻟﻤﻨﻬﺞ اﻟﻤﻔﺮداﺗي ٠٠٠٢و ٧٩٩١و ٣٩٩١
أﻫﻤﻴﺔ وﻗﻮة اﻟﺘﺸﺎرك ﺑﻴﻦ اﻟﻤﻔﺮدات واﻟﻘﻮاﻋﺪ إﻟى درﺟﺔ ﺗﺼﻌﺐ ﻓﻴﻬﺎ ﺷﺮح اﻟﻘﻮاﻋﺪ دون 
ﻮم ـﺮ ﻣﻔﻬـﺮ )اﻧﻈـــﻞ ﻫﺬا اﻷﻣـﻦ اﻻﻋﺘﺒﺎر اﻟﻤﻔﺮدات وأﺣﻴﺎﻧﺎ ﺣﺘى ﻳﺴﺘﺤﻴــاﻷﺧﺬ ﺑﻌﻴ
 (.٢٠٠٢  notsnuH،noitagilloc
ﻌﺮﺑﻴﺔ ﻻ ﺗﺰال اﻟﻌﻨﺎوﻳﻦ اﻟﻤﻨﺸﻮرة ﻋﻦ اﻟﺘﻌﺎﺑﻴﺮ اﻻﺻﻄﻼﺣﻴﺔ ﺑﺎﻟ ،رﻏﻢ ﻫﺬه اﻷﻫﻤﻴﺔ
 suprocﻣﺤﺪودة وﻛﺬﻟﻚ اﻟﺒﺤﺚ ﻟﺘﺤﺪﻳﺪﻫﺎ ﻋﻦ ﻃﺮﻳﻖ ﻟﺴﺎﻧﻴﺎت اﻟﺮﺻﻴﺪ اﻟﻠﻐﻮي )
(. ﻓي ﻣﺠﺎل اﻟﻠﺴﺎﻧﻴﺎت اﻟﻌﺮﺑﻴﺔ اﻟﻤﻌﺎﺻﺮة ﻧﺠﺪ أن اﻟﻤﺠﺎﻟﻴﻦ اﻟﻠﺬﻳﻦ اﻋﺘﻨﻴﺎ أﻛﺜﺮ scitsiugnil
وﻋﻠﻢ  –وﺧﺎﺻﺔ اﻷﺑﺤﺎث ﺣﻮل اﻷﻣﺜﺎل–ﺑﺎﻟﺘﻌﺎﺑﻴﺮ اﻻﺻﻄﻼﺣﻴﺔ ﻫﻤﺎ اﻟﻠﺴﺎﻧﻴﺎت اﻟﻤﻘﺎرﻧﺔ 
ﺠﺎل ﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻠﻨﺎﻃﻘﻴﻦ ﺑﻐﻴﺮﻫﺎ ﻓﻼ ﺗﺰال اﻷﺑﺤﺎث ﺻﻨﺎﻋﺔ اﻟﻤﻌﺎﺟﻢ. أﻣﺎ ﻓي ﻣ
ﻗﻠﻴﻠﺔ ﺟﺪا وﻣﻮﺟﻬﺔ ﻟﺘﺪرﻳﺲ اﻟﻤﻔﺮدات ﺑﺸكﻞ ﻋﺎم وﻟﻴﺴﺖ اﻟﺘﻌﺎﺑﻴﺮ اﻻﺻﻄﻼﺣﻴﺔ أو 
 اﻋﺪدكﺘﺐ وﻣﻮاد اﻟﺘﺪرﻳﺲ ﻧﻔﺴﻬﺎ ﻻ ﻧﺠﺪ إﻻ ﻳاﻟﺘﺮاﻛﻴﺐ ﻣﺘﻌﺪدة اﻟﻤﻔﺮدات. وﻓي ﻣﺎ ﻳﺘﻌﻠﻖ 
ﺎ إذا ﻗﺎرﻧﹼﺎ ﻫﺬه اﻟكﻤﻴﺔ ﺑﻌﺪد اﻟﻤﻮاد ﻣﻦ اﻟﻌﻨﺎوﻳﻦ اﻟﺘي ﺗﻬﺘﻢ ﺑﺘﻌﻠﻴﻢ اﻟﻤﻔﺮدات ﺧﺼﻮﺻ ﻫﺰﻳﻼ
 . ٢أو اﻹﺳﺒﺎﻧﻴﺔ ١اﻟﻤﺘﻮﻓﺮة ﺑﻠﻐﺎت ﻣﺜﻞ اﻹﻧﺠﻠﻴﺰﻳﺔ
 أﺷكﺮ ﺟﺰﻳﻞ اﻟﺸكﺮ اﻷﺳﺘﺎذة ﺟﻠﻴﻠﺔ ﺷﺎﻳﺐ ﻋﻠى ﻣﺮاﺟﻌﺘﻬﺎ ﻟﻠﻨﺺ. *
 ytisrevinU egdirbmaCو drofxO sserP ytisrevinU وﺧﻴﺮ دﻟﻴﻞ ﻋﻠى ذﻟﻚ ﻣﺒﺎدرة داري� اﻟﻨﺸﺮ ١
اﻟﻠﺘﻴﻦ ﺗﻜﺮﺳﺎن ﺳﻠﺴﻠﺔ ﺧﺎﺻﺔ ﺑﺘﺪرﻳﺲ اﻟﻤﻔﺮدات وﻓﻴﻬﺎ ﺑﻌﺾ اﻟﻌﻨﺎوﻳﻦ اﻟﻤﻮﺟﻬﺔ ﻟﺘﻌﻠﻴﻢ ﺗﻌﺎﺑﻴﺮ  sserP
( sbrev lasarhpﻣﺎت اﻟﻠﻔﻈﻴﺔ اﻟﻨﺤﻮﻳﺔ )اﺻﻄﻼﺣﻴﺔ ﻣﺜﻞ اﻷﻣﺜﺎل واﻟﺘﻌﺎﺑﻴﺮ اﻟﻤﺠﺎزﻳﺔ وﻛﻼ ﻣﻦ اﻟﻤﺘﻼز
 واﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ اﻟﻤﻌﺠﻤﻴﺔ.
 (٢١٠٢و ٨٠٠٢؛ ٧٠٠٢؛ ٦٠٠٢) sareugiH atraMﻓي ﻣﺎ ﻳﺨﺺ ﻫﺬه اﻟﻠﻐﺔ ﻧﺸﻴﺮ إﻟى ﻋﻤﻞ اﻟﺒﺎﺣﺜﺔ  ٢
 ٢١٠٢؛ ١١٠٢) arocátiBوﻣﺆﺧﺮا  (٦٠٠٢) rodalitneV lEو( ٠١٠٢) ocinabAوﻋﻨﺎوﻳﻦ ﻣﺜﻞ 
 .nóisufiD( وﻫي ﻛﻠﻬﺎ ﻣﻨﺸﻮرات دار ﻧﺸﺮ ٣١٠٢و
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ﺻﺤﻴﺢ أﻧﻪ ﺧﻼل اﻟﺨﻤﺲ ﺳﻨﻮات اﻷﺧﻴﺮة اﻧﻄﻠﻖ ﻧﺸﺮ ﻣﺮاﺟﻊ ﺧﺎﺻﺔ ﻟﺘﺤﺴﻴﻦ 
 neB؛ ٣١٠٢و ٢١٠٢؛ ﺣﺴﺎﻧﻴﻦ وآﺧﺮون ٠١٠٢ ilalhaLاﻷﺳﻠﻮب اﻟكﺘﺎﺑﻲ ﺑﺎﻟﻌﺮﺑﻴﺔ )
ﺟﻊ ﻋﻠى اﻟﺘﻌﺎﺑﻴﺮ اﺗﺮﻛﺰ ﻫﺬه اﻟﻤﺮ( وﻣﻦ اﻟﺒﺪﻳﻬي أن ٣١٠٢ ynummaR؛ ٣١٠٢ romA
اﻻﺻﻄﻼﺣﻴﺔ أﻛﺜﺮ ﻣﻦ ﻏﻴﺮﻫﺎ. وﻟكﻦ رﻏﻢ ﻫﺬه اﻟﻤﺒﺎدرات ﻻ ﻳﺰال ﺗﻌﻠﻴﻢ اﻟﻤﻔﺮدات ﻳﻌﺘﺒﺮ 
ﺟﺎﻧﺒﺎ ﺛﺎﻧﻮﻳﺎ ﻟﺘﺪرﻳﺲ اﻟﻘﻮاﻋﺪ ﻓي ﻣﻌﻈﻢ ﻛﺘﺐ ﺗﺪرﻳﺲ اﻟﻌﺮﺑﻴﺔ. وﻫﺬا ﺑﻐﺾ اﻟﻨﻈﺮ ﻋﻦ ﻛﻮن 
( ﻳكﺮس ﻓي ﻓﺼﻠﻪ ٥٢١-٤٢١: ٨٠٠٢) اﻹﻃﺎر اﻟﻤﺮﺟﻌي اﻷوروﺑﻲ اﻟﻤﺸﺘﺮك ﻟﻠﻐﺎت
ﺟﺰءا ﺧﺎﺻﺎ ﺑﺎﻟكﻔﺎءة  –وﻫﻮ اﻟﻔﺼﻞ اﻟﺬي ﻳﻌﺎﻟﺞ ﻛﻔﺎءات ﻣﺴﺘﺨﺪﻣي اﻟﻠﻐﺔ–ﻣﺲ اﻟﺨﺎ
اﻟﻤﻔﺮداﺗﻴﺔ )اﻟﻤﻌﺠﻤﻴﺔ( اﻟﺘي ﺗﺘﺮﻛﺰ ﻋﻠى اﻟﺤﺼﻴﻠﺔ اﻟﻠﻔﻈﻴﺔ ﻟﻠﻐﺔ. وﺗﺸﻤﻞ ﻫﺬه اﻟﺤﺼﻴﻠﺔ 
ﻧﻮﻋﻴﻦ ﻣﻦ اﻟﻌﻨﺎﺻﺮ اﻟﻤﻔﺮداﺗﻴﺔ: أوﻻ "ﺗﻌﺎﺑﻴﺮ  اﻹﻃﺎرﻋﻨﺎﺻﺮ ﻣﻔﺮداﺗﻴﺔ وﻋﻨﺎﺻﺮ ﻧﺤﻮﻳﺔ. وﻳﺬﻛﺮ 
ﻠﻤﻬﺎ اﻟﻄﺎﻟﺐ وﻳﺴﺘﺨﺪﻣﻬﺎ ﻛكﻞ ﻏﻴﺮ ﻣﻨﻔﺼﻞ" )اﻟﻨﻤﺎذج ﺛﺎﺑﺘﺔ ﺗﺘﻜﻮن ﻣﻦ ﻋﺪة ﻛﻠﻤﺎت وﻳﺘﻌ
اﻟﻤﺒﺎﺷﺮة ﻣﻦ اﻟﻮﻇﺎﺋﻒ اﻟﻠﻐﻮﻳﺔ؛ اﻷﻣﺜﺎل اﻟﺸﻌﺒﻴﺔ؛ اﻟﺘﻌﺒﻴﺮات اﻟﻤﻬﺠﻮرة؛ اﻟﺘﻌﺒﻴﺮات 
اﻟﺘﺼﻮﻳﺮﻳﺔ؛ اﻟﻘﻮاﻟﺐ اﻟﺜﺎﺑﺘﺔ؛ أﺷﺒﺎه اﻟﺠﻤﻠﺔ اﻟﺜﺎﺑﺘﺔ؛ ﺗﺮﻛﻴﺒﺎت ﺛﺎﺑﺘﺔ( وﺛﺎﻧﻴﺎ "اﻟكﻠﻤﺎت اﻟﻤﻔﺮدة، 
 أي اﻟكﻠﻤﺎت اﻟﺘي ﻳﻤكﻦ اﺳﺘﺨﺪاﻣﻬﺎ وﺣﺪﻫﺎ". 
اﻹﻃﺎر ﻳﻌﺘﻨي ﻫﺬا اﻟﺒﺤﺚ ﺑﺘﺪرﻳﺲ ﻧﻮع ﻣﻦ "اﻟﺘﻌﺒﻴﺮات اﻟﺜﺎﺑﺘﺔ" اﻟﻤﺘﻮاﺟﺪة ﻓي  ﻟﺬﻟﻚ
اﻟﻤﻮﺿﻮع  ا. وﻗﺪ ﻧﺸﺮﻧﺎ ﺳﺎﺑﻘﺎ ﻣﻘﺎﻻ ﻋﻦ ﻫﺬ٣وﻫي اﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔاﻟﻤﺮﺟﻌي اﻷوروﺑﻲ 
ﻏﻴﺮ أﻧﻨﺎ ﺳﻨﺮﻛﺰ ﻓي ﻫﺬا اﻟﺒﺤﺚ ﻋﻠى ﻧﻮع ﻣﻌﻴﻦ ﻣﻦ اﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ  (٩٠٠٢ nállitnaS)
"أﺳﺪى ﻧﺼﻴﺤﺔ"، "أﻟﻘى ﺧﻄﺒﺔ"،  ﻗﺮارا"، اﺗﹼﺨﺬاﺳﻢ )أﻣﺜﻠﺔ: "وﻫي اﻟﻤكﻮﻧﺔ ﻣﻦ ﻓﻌﻞ رﻛﻴﺰة و
اﻟﻤﻨﻬﺞ  ( وﻫﺬا ﻣﻊ ﻣﺮاﻋﺎة اﻟﻤﻮاﺿﻴﻊ اﻟﺘﺎﻟﻴﺔ: أوﻻ ﺳﻨﺸﺮح ﻣﻔﻬﻮم اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﺿﻤﻦإﻟﺦ
اﻟﻤﻔﺮداﺗي؛ ﺛﺎﻧﻴﺎ ﺳﻨﺤﻠﻞ ﻣﺪى ﺗﺄﺛﻴﺮ اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﻓي ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻠﻨﺎﻃﻘﻴﻦ ﺑﻐﻴﺮﻫﺎ؛ 
اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ  ﺻﻒوﺛﺎﻟﺜﺎ وأﺧﻴﺮا ﺳﻨﻘﺘﺮح ﺑﻌﺾ اﻟﺘﻤﺮﻳﻨﺎت ﻟﺘﻌﻠﻴﻢ اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﻓي 
 اﻟﻔﺼﺤى.
 ﻣﺎﻫﻴﺔ اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة .٢
اﻟﻤﻌﺠﻤي اﻷﺻﻠي واﻷﺳﺎﺳي. أي� إن اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﻫي ﻧﻮع ﻣﻦ اﻷﻓﻌﺎل ﻗﺪ ﻓﻘﺪت ﻣﻌﻨﺎﻫﺎ 
ﻓﻔي  .(noitaciderp)ﻫي أﻓﻌﺎل ﺧﺎﻟﻴﺔ أو ﺷﺒﻪ ﺧﺎﻟﻴﺔ ﻣﻦ اﻟﻮﻇﻴﻔﺔ اﻹﺧﺒﺎرﻳﺔ/اﻹﺳﻨﺎدﻳﺔ 
ﺣﻘﻴﻘﺔ اﻷﻣﺮ ﻫﺬه اﻷﻓﻌﺎل ﺗﺤﻘﹼﻖ وﻇﺎﺋﻒ اﻻﺳﻢ اﻟﻤﻌﺘﻤﺪ ﻋﻠﻴﻬﺎ ﺷكﻠﻴﺎ، وﻫﺬا اﻻﺳﻢ )ﻳﻌﻨي 
 ٢٩٢١، leugiM eD)اﻟﻤﻔﻌﻮل ﺑﻪ( ﻫﻮ اﻟﺬي ﻳﺤﻤﻞ اﻟﻤﻌﻨى اﻟﻤﻌﺠﻤي وإﺧﺒﺎر اﻟﺠﻤﻠﺔ 
. وﻛﺄن اﻟﻔﻌﻞ ﻫﻮ اﻟﺬي "ﻳﺼﺮ�ف" اﻻﺳﻢ وذﻟﻚ ﻷﻧﻪ ﻳﻌﻄﻴﻨﺎ ﻣﻌﻠﻮﻣﺎت ﺗﻌﻨي اﻟﺴﻴﺎق (٦٠٠٢:
 ttuBﻼم ـي. ﻓي ﻛـاﻟﺘﺼﺮﻳﻔي )اﻟﻌﺪد واﻟﺼﻴﻐﺔ واﻟﺰﻣﻦ واﻟﻀﻤﻴﺮ( وﻟﻴﺲ اﻟﺴﻴﺎق اﻟﺪﻻﻟ
 ، وﻫي ﺗﺘﺤﺪث ﻋﻦ اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﺑﺎﻹﻧﺠﻠﻴﺰﻳﺔ:(١: ٣٠٠٢)
 eseht hguohtla taht si ’thgil‘ mret eht dniheb noitiutni ehT
 nállitnaSو (١٩٩١) yremEﻟﻼﻃﻼع ﻋﻠى دراﺳﺎت ﻣﻌﻤﻘﺔ ﺣﻮل اﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ ﺑﺎﻟﻌﺮﺑﻴﺔ اﻧﻈﺮ  ٣
 .(٦٠٠٢) iemeG-lE( وﻟﻤﺮاﺟﻌﺔ ﻋﺎﻣﺔ ﻋﻨﻬﺎ ﻛﻈﺎﻫﺮة ﻟﻐﻮﻳﺔ اﻧﻈﺮ وﺗﺤﺖ اﻟﻄﺒﻊ ٩٠٠٢)
                                                          
 اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻠﻨﺎﻃﻘﻴﻦ ﺑﻐﻴﺮﻫﺎ "ﺛﻘﻞ" اﻷﻓﻌﺎل وﺗﺄﺛﻴﺮه ﻓي ﻣﺠﺎل ﺗﺪرﻳﺲ
 amehcs tnemelpmoc brev dradnats eht tcepser snoitcurtsnoc
-iderp eb ot dias eb tonnac .cte ,evig ,ekat sbrev eht ,hsilgnE ni
 a ’ekat‘ yllacisyhp yllautca ton seod eno ,si tahT .ylluf gnitac
 ot mees erofereht sbrev ehT .’segnulp‘ eno rehtar tub ’egnulp‘
 era sbrev eht ,revewoH .snuon rof resnecil labrev a fo erom eb
-ie rewop evitaciderp citnames fo dioved yleritne ton ylraelc
 a evig dna htab a ekat neewteb ecnereffid raelc a si ereht :reht
 citnames lluf rieht ta rehtien eb ot mees suht sbrev ehT .htab
 raeppa yeht ,rehtaR .egats detelped yletelpmoc a ta ron ,rewop
 gnitubirtnoc era yeht taht esnes eht ni thgil yllacitnames eb ot
 .noitaciderp tnioj eht ot gnihtemos
ﺮﻛﻴﺰة. اﻟﻴﺮ ﻧﺴﺘﻄﻴﻊ أن ﻧﻘﺎرن ﺑﻴﻨﻬﺎ وﺑﻴﻦ اﻷﻓﻌﺎل ﻏ ﺣﺘى ﻧﺒﻴ�ﻦ ﻣﺎﻫﻴﺔ اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة
 ﻧﻨﻈﺮ أوﻻ إﻟى اﻟﺠﻤﻠﺔ اﻟﺘﺎﻟﻴﺔ:
 ﻣﻨﻴﺮ زﻣﻴﻠﹶﻪ ﺑﻤﻤﺎرﺳﺔ اﻟﺮﻳﺎﺿﺔ ﻳﻮﻣﻴﺎ. ﻧﹶﺼ�ﺢ� ( ١)
 ﺑـ ﻧﺼﺢ) اﻟﺠﻤﻠﺔ ﻓي ﻋﻠﻴﻪ وﻳﺤﺎﻓﻆ وأﺳﺎﺳﻴﺎ أﺻﻠﻴﺎ ﻣﻌﺠﻤﻴﺎ دورا ﻟﻠﻔﻌﻞ أن ﺟﻬﺔ ﻣﻦ ﻧﻼﺣﻆ
ﺔ ــــوﺻﻴﻐ( اﻟﻤﺎﺿي) زﻣﻦ وﻳﺤﻘﻖ وﻇﻴﻔﻴﺎ دورا ﻟﻪ ﻓﺈن أﺧﺮى ﺟﻬﺔ وﻣﻦ( إﻟى أرﺷﺪ= 
أن ﻧﺴﻤ�ي ﻓي ﻣﻀﻤﻮن ﻫﺬه  وﻫﺬا ﻣﺎ دﻓﻌﻨﺎ إﻟى)اﻟﻤﻌﻠﻮم( وﺿﻤﻴﺮ )ﻫﻮ( ﺣﺪث اﻟﺠﻤﻠﺔ. 
 اﻟﻤﺪاﺧﻠﺔ "ﻓﻌﻞ ﺛﻘﻴﻞ". 
 اﻵن ﻧﻘﺮأ ﻫﺬه اﻟﺠﻤﻠﺔ:
 زﻣﻴﻠﻪ ﺑﻤﻤﺎرﺳﺔ اﻟﺮﻳﺎﺿﺔ ﻳﻮﻣﻴﺎ. ﻧﺼﻴﺤﺔ... ﻣﻨﻴﺮ  ∗( ٢)
ﻃﺒﻌﺎ إﻧﻬﺎ ﺟﻤﻠﺔ ﻏﻴﺮ ﺻﺤﻴﺤﺔ ﻷن ﻛﻠﻤﺔ "ﻧﺼﻴﺤﺔ" ﺧﺒﺮ ﻏﻴﺮ ﻣﻨﺎﺳﺐ ﻟﻤﺒﺘﺪأ ﻣﺜﻞ "ﻣﻨﻴﺮ" وﻓﻴﻬﺎ 
ﻔﻌﻞ ﺑﺈﻣكﺎﻧﻪ أن ﻳﺤﻞ ﻣﺤﻞ ﻓﺮاغ ﻫﺬه ﺑﺼﺮ ﻣﻔﺮداﺗي وﻫﻮ اﻟﻔﻌﻞ. وإذا ﻓﻜﺮﻧﺎ ﻳﻨﻘﺺ ﻋﻨ
اﻟﺠﻤﻠﺔ ﻋﻤﻮﻣﺎ ﺳﻨﻔﻜﺮ ﺑﺄﻓﻌﺎل ﻣﺜﻞ "أﻋﻄى" أو "ﻗﺪﹼم" أو رﺑﻤﺎ "أﺳﺪى". وﺑﺎﻟﻔﻌﻞ ﻋﻨﺪﻣﺎ ﻧﻘﺮأ 
 : ٣اﻟﺠﻤﻠﺔ رﻗﻢ 
 ﻟﺰﻣﻴﻠﻪ ﺑﻤﻤﺎرﺳﺔ اﻟﺮﻳﺎﺿﺔ ﻳﻮﻣﻴﺎ. ﻧﺼﻴﺤﺔﻣﻨﻴﺮ  أﻋﻄى( ٣)
ﺣﻠﻪ اﻟﻔﻌﻞ "أﻋﻄى" )ﻛﻤﺎ ﻛﺎن ﻣﻦ اﻟﻤﻤكﻦ ( ٢ﻧﺪرك ﺑﺄن اﻟﻔﺮاغ اﻟﺬي ﻛﺎن ﻓي ﺑﺪاﻳﺔ ﺟﻤﻠﺔ )
( ﻷن إﺧﺒﺎر ﻫﺬه اﻟﺬي ﻓﻘﺪ ﻣﻌﻨﺎه اﻷﺻﻠي )أﻋﻄى = ﻣﻨﺢ، أﺗﺎح أن ﻳﺤﻠﻪ "ﻗﺪﹼم" أو "أﺳﺪى"(
وﻫﻮ اﻟﺬي  -ﻳﻌﻨي اﻟﻤﻔﻌﻮل ﺑﻪ )ﻛﻠﻤﺔ "ﻧﺼﻴﺤﺔ"(-اﻟﺠﻤﻠﺔ ﻻ ﻳﻘﻊ ﻓي اﻟﻔﻌﻞ ﺑﻞ ﻓي اﻻﺳﻢ 
رﺳﺔ اﻟﺮﻳﺎﺿﺔ ﻳﺤﻤﻞ ﻣﻌﻨﺎﻫﺎ. ﺑﻄﺮﻳﻘﺔ أﺧﺮى: ﻓي ﺟﻤﻠﺔ "أﻋﻄى ﻣﻨﻴﺮ ﻧﺼﻴﺤﺔ ﻟﺰﻣﻴﻠﻪ ﺑﻤﻤﺎ
[ وﺛﻘﻴﻞ (deizitnamesed)ﻳﻮﻣﻴﺎ" اﻟﻔﻌﻞ ﻫﻮ ﺧﻔﻴﻒ اﻟﻤﻌﻨى ]ﻣﺠﺮ�د ﻣﻦ اﻟﻤﻌﻨى اﻟﺪﻻﻟي 
. ﻛﻤﺎ ﻳﺸﺮح إﺑﺮاﻫﻴﻢ ﻓي ﺑﺤﺜﻪ ﻋﻦ (noitazilacitammarg)اﻟﺸكﻞ وﻗﺪ ﺧﻀﻊ ﻟﻌﻤﻠﻴﺔ إﺣﺎﻟﺔ 
 551 ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ وﺗﻌﻠﻤﻬﺎ
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 : (٣٢١: ٥٠٠٢ miharbI)  "اﻟﻨﹸﺼﺢﺟﻤﻠﺔ "ﻃﺎﻟﹶﻤﺎ ا�ﺳ�ﺪﹶﻳ�ﺖ� 
 mih evig yllaer ton od uoy ydobemos ot ecivda evig uoy nehW
-erp a htiw desu nehW .did uoy fi sa tca uoy tub ,gnihtemos
 gninaem lacixel lanigiro sti fo tsom sesol iidsuy ,nuon evitacid
-ik lareneg eht ,gninaem nialp siht fo yromem a sa ,speek tub
 thgil ,lla ton fi ,tsom ni ,yllautcA .ssecorp eht fo gnipahs citen
 eudiser a sa gninaem gnitsisrep fo dnik siht dnif od ew sbrev
 fo tsom smees ti ecnis ,gninaem lacixel nialp lanigiro na fo
 .ssecorp noitazilacitammarg a enogrednu evah sbrev eseht
 (: ٤( واﻟﺠﻤﻠﺔ )٣ﺔ )ﻧﻘﺎرن اﻵن ﺑﻴﻦ اﻟﺠﻤﻠ
 ﻟﺰﻣﻴﻠﻪ. اﻟكﺮةﻣﻨﻴﺮ  أﻋﻄى( ٤)
ﻗﺪ ﻋﺎد أﺻﻠﻴﺎ ﻳﻌﻨي ﻛﻼ ﻣﻦ اﻟﻔﻌﻞ واﻻﺳﻢ ﺛﻘﻴﻼ اﻟﺸكﻞ  ﻧﺮى أن ﻣﻌﻨى اﻟﻔﻌﻞ "أﻋﻄى"
 واﻟﻤﻌﻨى وﻳﻘﻊ إﺧﺒﺎر اﻟﺠﻤﻠﺔ ﻓي ﻓﻌﻠﻬﺎ.
وﺑﺴﺒﺐ اﻋﺘﻤﺎد اﺳﻢ "ﺛﻘﻴﻞ اﻟﻤﻌﻨى" ﻋﻠى ﻓﻌﻞ "ﺿﻌﻴﻒ اﻟﻤﻌﻨى" ﻗﺪ ﺗﺴﻤى ﻫﺬه 
. ٤(٣١-٢١: ٩٨٩١ uoahceKﺑﻌﺪ  ٧١٣: ٢٠٠٢اﻷﻓﻌﺎل "رﻛﻴﺰة" أو "دﻋﺎﻣﺔ" )إﺑﺮاﻫﻴﻢ 
وﻛﻤﺎ ﻗﻠﻨﺎ ﺳﺎﺑﻘﺎ إن "اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة " ﻓﻘﺪت ﻣﻌﻨﺎﻫﺎ اﻟﻤﻌﺠﻤي اﻷﺻﻠي وﻟكﻨﻬﺎ ﻻ زاﻟﺖ 
ﺎت اﻟﺘي ﻳﺤﻤﻠﹸﻬﺎ أي ﻓﻌﻞ ﺑﺸكﻞ ﻋﺎم: اﻟﻀﻤﻴﺮ ﺗﺤﻤﻞ اﻟﻤﻌﻠﻮﻣﺎت اﻟﺸكﻠﻴﺔ ﻟﻬﺎ وﻫي اﻟﻤﻌﻠﻮﻣ
 واﻟﺰﻣﻦ واﻟﺼﻴﻐﺔ. وﻛﺄﻧﻪ ﻣﺠﺮ�د وﺳﻴﻠﺔ ﻧﻘﻞ أو ﻋﻤﻮد اﻟﻤﻌﻨى اﻟﺜﻘﻴﻞ وﻫﻮ ﺗﺎﺑﻊ ﻟﻼﺳﻢ.
 أﺧﻴﺮا ﻧﻨﻈﺮ إﻟى أﻣﺜﻠﺔ أﻓﻌﺎل رﻛﻴﺰة أﺧﺮى:
 ﻓي ﻛﺮة اﻟﻘﺪم. ﻧﺠﺎﺣﺎاﻟﻔﺮﻳﻖ اﻹﺳﺒﺎﻧي  أﺣﺮز( ․١․٥)
 ﻋﻦ أﻣﺮاض اﻟﻘﻠﺐ. ﺑﺤﺜﺎاﻟﻄﺎﻟﺐ  أﺟﺮى( ․٢․٥)
 ﻟﺘﺼﺮﻓﺎت اﺑﻨﻬﺎ اﻟﻄﻔﻮﻟﻴﺔ. ﺣﺪااﻷم  وﺿﻌﺖ( ․٣․٥)
ﺎ ﻧﺴﺘﻄﻴﻊ ﺗﺒﺪﻳﻞ اﻟﻔﻌﻞ ﻨﻧﻼﺣﻆ أن إﺧﺒﺎر ﻫﺬه اﻟﺠﻤﻞ ﻳﻌﻮد إﻟى اﻻﺳﻢ وﻟﻴﺲ إﻟى اﻟﻔﻌﻞ وأﻧﹼ
 واﻟﻤﻔﻌﻮل ﺑﻪ ﺑﻔﻌﻞ ﻣﻨﻔﺮد وﻫﻮ ﻣﺸﺘﻖ ﺿﺮورﻳﺎ ﻣﻦ ﺟﺬر اﻻﺳﻢ ﻧﻔﺴﻪ، ﻛﻤﺎ ﻓي اﻟﺘﺎﻟي:
 اﻟﻔﺮﻳﻖ اﻹﺳﺒﺎﻧي ﻓي ﻛﺮة اﻟﻘﺪم. ﻧﺠﺢ( ․١․٦)
 اﻟﻘﻠﺐ.اﻟﻄﺎﻟﺐ ﻋﻦ أﻣﺮاض  ﺑﺤﺚ( ․٢․٦)
"رﻛﻴﺰة ﻓﻌﻠﻴﺔ" و"دﻋﺎﻣﺔ ﻓﻌﻠﻴﺔ"، ﻛﻤﺎ ﻳﺬﻛﺮ  ي( ﻣﺼﻄﻠﺤ٩١١: ٥٠٠٢ﻓي ﻣﻘﺎل ﻻﺣﻖ ﻳﺴﺘﻌﻤﻞ إﺑﺮاﻫﻴﻢ ) ٤ 
 ( "اﻟﻔﻌﻞ اﻟﻌ�ﻤﺎد". ٣٠٠٢)  uoahceKاﻟﻤﺼﻄﻠﺢ اﻟﺬي اﻗﺘﺮح
                                                          
 اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻠﻨﺎﻃﻘﻴﻦ ﺑﻐﻴﺮﻫﺎ "ﺛﻘﻞ" اﻷﻓﻌﺎل وﺗﺄﺛﻴﺮه ﻓي ﻣﺠﺎل ﺗﺪرﻳﺲ
 اﻷم ﺗﺼﺮﻓﺎت اﺑﻨﻬﺎ اﻟﻄﻔﻮﻟﻴﺔ. ﺣﺪﹼدت( ․٣․٦)
ﻠﻦ ﺗﺤﺎﻓﻆ اﻟﺠﻤﻞ اﻟﻨﺎﺗﺠﺔ ﻋﻠى اﻟﻤﻌﻨى اﻟﻤﻘﺼﻮد ﻓﺑﻴﻨﻤﺎ إذا ﺣﺎوﻟﻨﺎ أن ﻳﺒﻘى اﻟﻔﻌﻞ ﻣكﺎﻧﻪ 
 :٧و أ. ٦و أ. ٥أﺻﻼ ﻓي أﻣﺜﻠﺔ أ.
 اﻟﻔﺮﻳﻖ اﻹﺳﺒﺎﻧي ﻓي ﻛﺮة اﻟﻘﺪم. أﺣﺮز( ․١․٧)
 اﻟﻄﺎﻟﺐ ﻋﻦ أﻣﺮاض اﻟﻘﻠﺐ. أﺟﺮى( ․٢․٧) 
 اﻷم ﺗﺼﺮﻓﺎت اﺑﻨﻬﺎ اﻟﻄﻔﻮﻟﻴﺔ. وﺿﻌﺖ( ․٣․٧)
 اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﺑﺎﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ .٣
ﺗﻢ ﺗﺴﻠﻴﻂ اﻟﻀﻮء  وﻗﺪﻇﺎﻫﺮة "اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة" ﻫي ﻇﺎﻫﺮة ﻣﻮﺟﻮدة ﻓي ﻛﻞ اﻟﻠﻐﺎت اﻟﻄﺒﻴﻌﻴﺔ، 
 sseL)ﻣﻦ ﺧﻼل أﺑﺤﺎث ﻧﻈﺮﻳﺔ ﻋﺪﻳﺪة ﻓي اﻟﻠﻐﺎت اﻷﻛﺜﺮ اﻧﺘﺸﺎرا ﻛﺬات اﻟﻠﻐﺎت اﻷﻗﻞ 
ﻟﺴﺎﻧﻴﺎت ت ﻻ ﺑﺄس ﺑﻬﺎ ﻓي ﻣﺠﺎل ﺣﻴﺚ ﻧﺠﺪ ﻛﻤﻴﺎ( segaugnaL thguaT ylnommoC
واﻟﻔﺎرﺳﻴﺔ  (٩٩٩١ otomayiM)واﻟﻴﺎﺑﺎﻧﻴﺔ  (٥٩٩١و ٤٩٩١ ،ttuB)اﻷردوﻳﺔ ﻣﺜﻞ ﻟﻐﺎت 
 .(٢٠٠٢ iohC)أو اﻟكﻮرﻳﺔ  (٤٩٩١ afaS)
اﻟﻠﺴﺎﻧﻴﺎت، ﻣﻦ أﺻﻞ ﻣﺼﺮي وﻟكﻨﻪ  ﻓي ﺎﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻓﻬﻨﺎك ﺑﺎﺣﺚﺑأﻣﺎ ﻓﻴﻤﺎ ﻳﺘﻌﻠﻖ 
"اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة"، أوﻻ ﺑﺎﻟﻠﻐﺔ اﻟﻔﺮﻧﺴﻴﺔ ﻣﻘﻴﻢ ﻓي ﻓﺮﻧﺴﺎ، ﻛﺮ�س ﺣﻴﺎﺗﻪ اﻟﺪراﺳﻴﺔ ﻟﻠﺒﺤﺚ ﻋﻦ 
-ehcnarFوﻣﺆﺧﺮا ﺑﺎﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ أﻳﻀﺎ. اﺳﻤﻪ ﻋﻤﺮ ﺣﻠﻤي إﺑﺮاﻫﻴﻢ وﻫﻮ أﺳﺘﺎذ ﻓي ﺟﺎﻣﻌﺔ 
، وﻧﺸﺮ ﻣﻘﺎﻟﻴﻦ ﺣﻮل اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﻓي اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ أﻫﻤﻬﻤﺎ noçnaseBﻓي ﻣﺪﻳﻨﺔ  étmoC
ﺬه اﻟﻈﺎﻫﺮة اﻟﻠﻐﻮﻳﺔ وذﻟﻚ ﻣﻘﺎرﻧﺔ ، ﺣﻴﺚ ﻳﺤﻠﻞ ﻫ٢٠٠٢ﻣﻘﺎل ﻣكﺘﻮب ﺑﺎﻟﻠﻐﺔ اﻟﻔﺮﻧﺴﻴﺔ ﺳﻨﺔ 
ﺑﺎﻟﻌﺮﺑﻴﺔ وﺑﺎﻟﻔﺮﻧﺴﻴﺔ وﻳﺮﻛﺰ ﻋﻠى اﻟﺘﺸﺎﺑﻬﺎت واﻻﺧﺘﻼﻓﺎت ﺑﻴﻨﻬﻤﺎ. وﻳﺬﻛﺮ  ﻌﺎل اﻟﺮﻛﻴﺰةاﻷﻓ
ﺘﺸﺎﺑﻬﺎت ﺑﻴﻦ ﻫﺎﺗﻴﻦ اﻟﻠﻐﺘﻴﻦ ﻋﻠى اﻟﺼﻌﻴﺪ اﻟﻤﻔﺮداﺗي اﻟ( ٩١٣-٧١٣: ٢٠٠٢إﺑﺮاﻫﻴﻢ )
ﺔ دور ﺣﺮوف )ﻗﺎﺋﻤﺔ ﻣﺤﺪودة ﻣﻨﻬﺎ( واﻟﺪﻻﻟي )ﺗﺠﺮﻳﺪ ﻣﻦ اﻟﻤﻌﻨى اﻟﺪﻻﻟي( واﻟﺘﺮﻛﻴﺒﻲ )أﻫﻤﻴ
اﻟﺠﺮ(؛ أﻣﺎ ﻓي ﻣﺎ ﻳﺨﺺ اﻻﺧﺘﻼﻓﺎت ﻓﻤﻦ أﻫﻤﻬﺎ: "ﻣﻨﺎﻓﺴﺔ" اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة  ﻟﻠﻤﻔﻌﻮل 
اﻟﻤﻄﻠﻖ؛ إﻣكﺎﻧﻴﺔ اﺳﺘﻌﻤﺎل اﻻﺳﻢ اﻟﻔﺎﻋﻞ ﻋﻮﺿﺎ ﻋﻦ اﻟﻔﻌﻞ اﻟﺮﻛﻴﺰة؛ ﻋﺪم اﺳﺘﻌﻤﺎل ﻓﻌﻠي� 
"ﻓﻌﻞ" و"ﻋﻤﻞ" ﻛﺄﻓﻌﺎل رﻛﻴﺰة )وﻫﺬا اﻟﻌﺎدي ﻓي ﻛﺜﻴﺮ ﻣﻦ اﻟﻠﻐﺎت(؛ أﻫﻤﻴﺔ ﺣﺮوف اﻟﺠﺮ 
 اﻟﻘﻴﻤﺔ "اﻟﺮﻛﻴﺰﻳﺔ" ﻟﻔﻌﻞ ﻣﺎ؛ إﻟﺦ. ودورﻫﺎ ﻓي ﺗﺤﺪﻳﺪ
 ( ﻳﻀﻴﻒ إﺑﺮاﻫﻴﻢ ﻗﺎﺋﻼ:٦٢١)ص.  ٥٠٠٢وﻓي ﻣﻘﺎﻟﻪ اﻟﻤﻨﺸﻮر ﺳﻨﺔ 
 ro tnanimod a sah egaugnal yreve ylraen hguohtla ,yllautcA
 ,hcnerF ni eriaf ecnatsni rof– brev thgil cireneg erom a spahrep
-pygE ni lamaʽ ,cibarA naibyL ni adʕ ,cibarA lacissalC ni baraḍ
 seiteirav owt neve ro segaugnal owt on era ereht —cibarA nait
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 ﺑﺎوﻻ ﺳﺎﻧﺘﻴﺎن
 eht dna egnar emas eht yltcaxe esu taht egaugnal emas a fo
 era sbrev thgil taht gniwohs suht ,sbrev thgil fo rebmun emas
 egaugnal eht fo seitreporp cificeps eht ot evitisnes ylemertxe
 .egasu sti dna
وإﺿﺎﻓﺔ إﻟى ﻫﺬه اﻟﻤﻘﺎرﻧﺔ ﻳﻘﺪم ﻟﻨﺎ اﻟﺒﺎﺣﺚ ﻗﺎﺋﻤﺔ اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﺑﺎﻟﻌﺮﺑﻴﺔ اﻟﺘي ﻓي رأﻳﻪ ﺗﺼﻞ 
ﺬة اﻟﻌﺮﺑﻴﺔ ﺗﺎواﻟﺘي ﺳﺘﻔﻴﺪ أﺳ ١ ﻓﻌﻼ رﻛﻴﺰة وﻫي اﻟﻘﺎﺋﻤﺔ اﻟﻤﻮﺟﻮدة ﻓي ﺟﺪول ١٤إﻟى 
 ﻟﺘﺤﻀﻴﺮ ﺗﻤﺮﻳﻨﺎت ﻣﻮﺟﻬﺔ ﻟﺘﺪرﻳﺲ ﻫﺬا اﻟﻨﻮع ﻣﻦ اﻟﻤﺘﻼزﻣﺎت ﻓي اﻟﺼﻒ.
 اﻷﺳﻤﺎء اﻟﺮﻛﻴﺰةاﻟﻔﻌﻞ 
 ﻣﻼﺣﻈﺔ ﺗﺤﻔـﹼﻆ/ / /ﺗﺄﺳ�ﻒ ﺗﻔﻬ�ﻢ / اﺳﺘﻴﺎء / إﻋﺠﺎب أﺑﺪى . ١
 ﻓﺮﺻﺔ أﺗﺎح  .٢
 ﺳﻴﺎﺳﺔ اﺗﹼﺒﻊ . ٣
 اﻷﺧﻀﺮ واﻟﻴﺎﺑﺲ / آﺧﺮه / ﻋﻠى ﺷيء / ﺑﺤﺮﻛﺔ / ﺑﺮﺑﺢ أﺗى . ٤
 ﻣﺤﺎوﻟﺔ / ﻋﻤﻠﻴﺔ / /ﺑﺤﺚ ﻧﺘﺨﺎﺑﺎت /ا اﺳﺘﻔﺘﺎء أﺟﺮى . ٥
 ﺗﻘﺪﹼم / اﻧﺘﺼﺎر / ﻧﺠﺎح أﺣﺮز . ٦
 اﺣﺘﻴﺎﻃﺎت / ﻓﺮﺻﺔ / ﻣﻮﻗﻒ / ﻗﺮار أﺧﺬ/اﺗﹼﺨﺬ . ٨
 ﻋﻤﻞ / /ﺿﺮﻳﺒﺔ زﻛﺎة ﺷﻬﺎدة / / أﻣﺎﻧﺔ / واﺟﺐ / ﺻﻼة / ﻓﺮض أد�ى . ٧
 ﺗﺼﺮﻳﺢ / ﺷﻬﺎدة أدﻟى . ٩
 ﺧﻄﺄ / إﺛﻢ / ﺟﺮﻳﻤﺔ / ﺟﻨﺤﺔ ارﺗﻜﺐ  .٠١
 ﻣﺒﺪئ / أﺳﺎس أرﺳى . ١١
 ﺷكﺮ / ﻣﻌﺮوف / ﺧﺪﻣﺔ / ﻧﺼﺢ / ﻧﺼﻴﺤﺔ أﺳﺪى  .٢١
 /ﻋﺪاء ﺿﻐﻴﻨﺔ / ﻛﺮاﻫﻴﺔ أﺿﻤﺮ  .٣١
 إﺷﺎﻋﺔ / ﺿﺤكﺔ / ﺻﻮت / ﺻﺮﺧﺔ أﻃﻠﻖ . ٤١
 ﺗﺸﺎؤم / ﺗﻔﺎؤل / ﺷﻚ / ﺛﻘﺔ / ارﺗﻴﺎح / اﻃﻤﺌﻨﺎن أﻋﺮب . ٥١
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 اﻷﺳﻤﺎء اﻟﺮﻛﻴﺰةاﻟﻔﻌﻞ 
 اﻷﺣكﺎم اﻟﻌﺮﻓﻴﺔ / ﺣﺎﻟﺔ ﻃﻮارئ / اﻻﺳﺘﻘﻼل / اﻟﻌﺼﻴﺎن أﻋﻠﻦ . ٦١
 / اﻷﻣﺎن / ﺣﻖ� ﻓﻌﻞ ﺷيء / دﻓﻌﺔ / ﻣﺴﺎﻋﺪة / ﻓﻜﺮة / ﻧﺼﺢ / ﻧﺼﻴﺤﺔ أﻋﻄى .٧١
 وﻋﺪ / إﺷﺎرة
 ﺧﻄﺒﺔ / درس أﻟﻘى .٨١
 اﻟﻌﺪل / دوﻟﺔ / اﻟﺼﻼة أﻗﺎم .٩١
 ﻋﻤﻞ / ﻋﻤﻠﻴﺔ / ﻣﻌﺎﻣﻠﺔ أﻧﺠﺰ .٠٢
 اﻟﻨﻈﺮ أﻧﻌﻢ .١٢
 اﻟﻨﻈﺮ أﻣﻌﻦ . ٢٢
 واﺻﻞ / ﻣﻮاﺻﻠﺔ / ﻣﻬﻨﺔ / ﻣﺴﺆوﻟﻴﺔ ﺑﺎﺷﺮ . ٣٢
 اﻟﺬات  / اﻟﻨﻔﺲ / ﻣﺤﺎوﻟﺔ / ﻣﺠﻬﻮد ﺑﺬل . ٤٢
 ﺗﻄﻮ�ر / درس / ﺑﺮﻧﺎﻣﺞ / ﻣﺤﺎﺿﺮة / دورة ﺗﺎﺑﻊ . ٥٢
 رﻗﻢ ﻗﻴﺎﺳي / رﻏﺒﺔ / ﻧﺠﺎح / إﻧﺠﺎز / رﺑﺢ / ﻣكﺴﺐ / دﺧﻞ ﺣﻘـﹼﻖ . ٦٢
 اﻟﺒﺎل -ﻟـ / ﻓي / ﻋﻠى ﺧﻄﺮ . ٧٢
 إﺣﺴﺎس / ﺷﻌﻮر / ﻓﻜﺮة راود . ٨٢
 ﺣﺠ�ﺔ ﺳﺎق . ٩٢
 ﺗﻬﻤﺔ / ﺿﺮﺑﺔ / ﻟكﻤﺔ ﺳﺪﹼد . ٠٣
 ﻫﺠﻮم / /ﻏﺎرة ﺣﻤﻠﺔ / ﺣﺮب / ﻣﻌﺮﻛﺔ ﺷﻦ� . ١٣
 / أﺻﺪر .٢٣
 اﺳﺘﺼﺪر
 ﻧﺸﺮة / ﻣﻨﺸﻮر / ﻛﺘﺎب / ﺑﻴﺎن ﺗﺼﺮﻳﺢ/ / ﺣكﻢ / ﻗﺎﻧﻮن / ﻗﺮار / أﻣﺮ
 / ذﻟﺔ / ﻋﻘﻮﺑﺔ / ﺧﻴﻤﺔ / ﺣﺼﺎر / ﻃﺮﻳﻖ / /أﺟﻞ ﻣﻮﻋﺪ / ﺗﺤﻴﺔ / ﺳﻼم ﺿﺮب . ٣٣
 اﻟﺒﺤﺮ... / اﻟﻤﺎء / ﻓي اﻷرض / رﻗﻢ ﻗﻴﺎﺳي / ﻋﻠى+آﻟﺔ ﻣﻮﺳﻴﻘﺴﺔ
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 ﺑﺎوﻻ ﺳﺎﻧﺘﻴﺎن
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 اﻷﺳﻤﺎء اﻟﺮﻛﻴﺰةاﻟﻔﻌﻞ 
 ٤ﻓي  ٥/إﻟى+ﻟﻮن/ﺻﺤﻮﺑﻴﺔ/
 اﻟﺜﻘﺔ / ﻓﻜﺮة / ﻣﺸﺮوع / ﺳﺆال / ﻣﺴﺄﻟﺔ / ﺳﻬﻢ ﻃﺮح . ٤٣
 اﺗﹼﻔﺎق / ﻗﺮان / اﻟﻌﺰم / ﻣﻘﺎرﻧﺔ ﻋﻘﺪ . ٥٣
 ﻣﺠﻬﻮد / ﻣﻠﻴﻮن ﺟﻨﻴﻪ / ﻋﻤﻠﺔ / ﺗﺼﺮﻳﺢ / ﺧﺮﻳﻄﺔ / رﺳﻢ ٥ﻋﻤﻞ . ٦٣
 ﺑﻮاﺟﺒﻪ ﻗﺎم .٧٣
 اﻋﺘﺬار / ﻧﺼﺢ ﻧﺼﻴﺤﺔ / / ﻣﺒﺎدرة / ﻋﻮن / ﻣﺴﺎﻋﺪة / ﺷكﺮ / ﺗﻬﺎﻧي ﻗﺪﹼم .٨٣
ﺿﻐﻂ  / ﻧﺸﺎط / /دور ﻓي ﺣﻖ� ﻓي / رﻗﺎﺑﺔ ﻋﻠى / وﻇﻴﻔﺔ / ﻣﻬﻨﺔ / رﻳﺎﺿﺔ ﻣﺎرس . ٩٣
 اﻹرﻫﺎب / ﻋﻠى
 إﺛﺒﺎت / دﻟﻴﻞ / ﺣﺠ�ﺔ ٦ﻣﻠﻚ . ٠٤
 ﻗﺎﻧﻮن/ﻣﺒﺪأ/ﻛﺘﺎب/ﻧﻈﺮﻳﺔ/ﺣﺪﹼ/ﻗﻴﺪ وﺿﻊ . ١٤
 اﻟﻨﻈﺮ أﻧﻌﻢ . ١٢
 
 (.٢٠٠٢)إﺑﺮاﻫﻴﻢ  ﻗﺎﺋﻤﺔ اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﺑﺎﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ اﻟﻤﻌﺎﺻﺮة: ١ﺟﺪول 
 أﻫﻤﻴﺔ اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﻓي ﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻠﻨﺎﻃﻘﻴﻦ ﺑﻐﻴﺮﻫﺎ .٤
ﻤﻨﺬ ﺑﺪاﻳﺔ اﻟﺘﺴﻌﻴﻨﺎت، ﺑﺪأ اﻟﻤﻨﻬﺞ اﻟﻤﻔﺮداﺗي ﻓ ،ﻛﻤﺎ ذﻛﺮﻧﺎ ﻓي اﻟﺠﺰء اﻷول ﻣﻦ ﻫﺬا اﻟﻤﻘﺎل
ﻳﺒﻴ�ﻦ أﻫﻤﻴﺔ ﺗﻌﻠﻢ وﺗﻌﻠﻴﻢ اﻟﻮﺣﺪات اﻟﻤﻌﺠﻤﻴﺔ ﻛكﻞ ﻏﻴﺮ ﻣﻨﻔﺼﻞ، وﻫﺬا اﻋﺘﻤﺎدا ﻋﻠى أن أﻳﺔ 
اﻟﺘي ﻟﻬﺎ وﻇﻴﻔﺔ ﻣﺮﺟﻌﻴﺔ وﻛﺬﻟﻚ وﻓي أﻏﻠﺒﻴﺔ ﺗﻜﻮﻳﻨﻬﺎ ﻣﻦ ﻗﻮاﻟﺐ وﺗﺮاﻛﻴﺐ ﺛﺎﺑﺘﺔ  ﺗﺘﺸكﻞﻟﻐﺔ 
ﻗﻮاﻋﺪ اﻟﻠﻐﺔ اﻟﻨﺤﻮﻳﺔ  وﻇﻴﻔﺔ ذراﺋﻌﻴﺔ. واﻧﻄﻼﻗﺎ ﻣﻦ ﻫﺬا اﻟﻤﺒﺪأ ﻳﺼﻌﺐ اﻟﺘﻔﺮﻳﻖ ﺑﻴﻦ
وﻣﻔﺮداﺗﻬﺎ، ﻓﺈن ﻫﺬه اﻟﻘﻮاﻟﺐ واﻟﺘﺮاﻛﻴﺐ اﻟﺜﺎﺑﺘﺔ ﻳﺪرﻛﻬﺎ وﻳﺨﺰﻧﻬﺎ وﻳﺴﺘﻌﻤﻠﻬﺎ اﻟﻤﺘﺤﺪث 
ﺑﺎﻟﻠﻐﺔ ﻣﻦ دون أن ﻳﺤﻠﻠﻬﺎ ﺗﺮﻛﻴﺒﻴﺎ، وﻧﺘﻴﺠﺔ ﻟﻬﺬا ﻗﺪ ﺗﺘﻜﺮر وﺗﺘﺰاﻣﻦ ﻫﺬه اﻟﺘﺮاﻛﻴﺐ ﺑﺸكﻞ 
 ﺑﺎرز.
 أﻣﺜﻠﺔ ﻣﺄﺧﻮذة ﻣﻦ اﻟﻌﺎﻣﻴﺔ اﻟﻤﺼﺮﻳﺔ. ٥
 ﻳﻤكﻦ إﺑﺪاﻟﻪ ﺑـ"ﻋﻨﺪ" أو "ﻟﺪى" + ﺿﻤﻴﺮ. ٦
                                                          
 اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻠﻨﺎﻃﻘﻴﻦ ﺑﻐﻴﺮﻫﺎ "ﺛﻘﻞ" اﻷﻓﻌﺎل وﺗﺄﺛﻴﺮه ﻓي ﻣﺠﺎل ﺗﺪرﻳﺲ
 
 ﻫي: (hcaorppa lacixel)واﻟﻤﺒﺎدئ اﻷﺳﺎﺳﻴﺔ ﻟﻠﻤﻨﻬﺞ اﻟﻤﻔﺮداﺗي 
ﻳكﺮرﻫﺎ اﻟﻤﺘﻜﻠﻤﻮن ﺑﺸكﻞ  (sknuhc)ﻫي ﻋﺒﺎرة ﻋﻦ ﺗﺮاﻛﻴﺐ ﺛﺎﺑﺘﺔ  أﻏﻠﺒﻴﺔ اﻟﻠﻐﺔ 
 داﺋﻢ.
 ﻫﺬه اﻟﺼﻴﻎ ﻣﺨﺰ�ﻧﺔ ﻓي اﻟﺪﻣﺎغ وﻳﻠﺠﺄ إﻟﻴﻬﺎ اﻟﻨﺎﻃﻖ ﺑﻠﻐﺔ ﻣﺎ أﺛﻨﺎء اﻟكﻼم ﺑﺎﺳﺘﻤﺮار. 
 إﺗﻘﺎن اﻟﻄﺎﻟﺐ ﻟﻬﺬه اﻟﺘﺮاﻛﻴﺐ ﻳﺰو�ده ﺳﻼﺳﺔ ﻟﻐﻮﻳﺔ. 
اﻟﻌﻨﺎﺻﺮ اﻟﻌﺒﺎرات اﻻﺻﻄﻼﺣﻴﺔ  واﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ  واﻟﺘﻌﺒﻴﺮات اﻟﺜﺎﺑﺘﺔ ﻣﻦ أﻫﻢ  
 ﻓي ﻋﻤﻠﻴﺔ ﺗﻌﻠﻢ ﻟﻐﺔ أﺟﻨﺒﻴﺔ ﻣﺎ.
 egaugnaL ngieroF sa cibarA eht ni noitacolloC gnihcaeT"وﻓي ﻣﻘﺎﻟﻨﺎ 
وﻣﻦ ﺑﻴﻨﻬﺎ –ﻧﺪرج أﻫﻢ أﺳﺒﺎب اﻧﻀﻤﺎم اﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ  (٢٧١-٩٦١: ٠١٠٢)" ssalC
 ﻓي ﺗﺪرﻳﺲ اﻟﻠﻐﺎت، وﻫي اﻟﺘي ﻧﺨﺘﺼﺮﻫﺎ ﻓي ﻣﺎ ﻳﻠي: – ﺗﻠﻚ اﻟﺘي ﺗﺘﻜﻮن ﻣﻦ ﻓﻌﻞ رﻛﻴﺰة
ﻓﺈﺿﺎﻓﺔ إﻟى ﻟﻠﻤﻔﺮدات. اﻟﺨﺼﺎﺋﺺ اﻟﻤﻌﻨﻮﻳﺔ  ىﺣﺪإﺘﺒﺮ اﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ ﺗﻌ 
اﻟﻠﻔﻆ واﻹﻣﻼء واﻻﺷﺘﻘﺎق ﻳكﺘﻤﻞ ﻣﻌﻨى اﻟكﻠﻤﺎت ﻣﻦ ﺧﻼل ﻣﻌﺮﻓﺔ اﻟﻤﻔﺮدات اﻟﺘي 
 (.٦١: ٢٠٠٢ yrubnrohTﺗﺘﻼزم ﻣﻌﻬﺎ )
( ﺗﺴﻤﺢ ﻟﻨﺎ ﺑﺘﻘﺪﻳﺮ ﻣﺴﺘﻮى ﺳﻼﺳﺔ اﻟﻤﺘﺤﺪث ﺑﻠﻐﺔ ٩٩٩١ lliHاﻟكﻔﺎءة اﻟﺘﻼزﻣﻴﺔ ) 
 ﻣﺎ.
ﻟﻤﻔﺮدة ﻣﺎ أﻣﺮ ﺣﺎﺳﻢ ﻻﻋﺘﺒﺎرﻫﺎ ﻣﻦ ﺑﻴﻦ  (egnar lanoitacolloc)ﻟﺘﻼزﻣﻴﺔ اﻟﻘﺎﺋﻤﺔ ا 
 ﻟﻠﻐﺔ ﻣﺎ.  (yralubacov eroc)اﻟﻤﻔﺮدات اﻟﺠﻮﻫﺮﻳﺔ 
اﺳﺘﻌﻤﺎل وإﺗﻘﺎن اﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ أﺻﻌﺐ ﻣﻦ اﺳﺘﻌﻤﺎل وإﺗﻘﺎن اﻷﻣﺜﺎل أو  
وﻫﺬا ﻷن اﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ ﺷﻔﺎﻓﺔ اﻟﻤﻌﻨى وﻳﺼﻌﺐ  ،ﻤﻬﺠﻮرةاﻟﺘﻌﺒﻴﺮات اﻟ
 ﺗﺮدﻳﺪﻫﺎ. 
 ﺗﻌﻠﻴﻢ اﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ ﻳﻌﺰز اﻛﺘﺴﺎب اﻟﻤﻔﺮدات ﺗﻌﺰﻳﺰا ﻧﻮﻋﻴﺎ )وﻟﻴﺲ ﻛﻤﻴﺎ(. 
وﻛﺬﻟﻚ ﺗﺠﺎه ﺗﺮاﻛﻴﺐ –ﺟﻠﺐ ﻧﻈﺮ واﻫﺘﻤﺎم اﻟﻤﺘﻌﻠﻢ ﺗﺠﺎه اﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ  
اﻟﻠﻐﺔ  ﺳﺘﺮاﺗﻴﺠﻴﺎت ﺧﺎﺻﺔ ﻟﺘﺤﻠﻴﻞإﻋﻠى ﺗﻄﻮﻳﺮ ﻗﺪرات و ﺗﻤﺮ�ﻧﻪ –ﺛﺎﺑﺘﺔ أﺧﺮى
 ﺗﺮﻛﻴﺒﻴﺎ وﻟﻴﺲ ﻣﻔﺮدة ﻣﻔﺮدة.
ﻓي ﻋﻤﻠﻴﺔ اﻛﺘﺴﺎب ﻟﻐﺔ ﻣﺎ ﻓﻜﻠﻤﺎ ﺗﻌﻠﻢ اﻟﻄﺎﻟﺐ ﻫﺬا  ﺎﹰ ﺗﻌﻠﻢ اﻟﺘﺮاﻛﻴﺐ اﻟﺜﺎﺑﺘﺔ ﻳﻮﻓﺮ وﻗﺘ 
ﻜﻠﻤﺎ ﻓاﻟﻨﻮع ﻣﻦ اﻟﺘﺮاﻛﻴﺐ أﺻﺒﺤﺖ ﻋﻤﻠﻴﺔ إﻋﺎدة اﻟﻠﻐﺔ أﺳﻬﻞ. ﻋﻼوة ﻋﻠى ذﻟﻚ 
 ﺻﺎر إﻧﺘﺎج اﻟﻠﻐﺔ آﻟﻴﺎ زاد وﻗﺖ اﻟﻄﺎﻟﺐ ﻟﻠﺘﺮﻛﻴﺰ واﻟﺘﺨﻤﻴﻦ ﻋﻠى ﺗﻌﺒﻴﺮ اﻟﻤﻀﺎﻣﻴﻦ. 
 latnem)ﻋﺪ ﺗﻌﻠﻴﻢ اﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ ﻋﻠى ﺗﻨﻈﻴﻢ اﻟﺮﺻﻴﺪ اﻟﻠﻐﻮي اﻟﺬﻫﻨي ﻳﺴﺎ 
 ﻟﺪى اﻟﻄﺎﻟﺐ. (nocixel
إن اﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ اﻟﻤكﻮﻧﺔ ﻣﻦ أﻓﻌﺎل رﻛﻴﺰة ﻇﺎﻫﺮة ﻓي ﻛﻞ اﻟﻠﻐﺎت اﻟﻄﺒﻴﻌﻴﺔ  
 ﻳﺴﻬﻞ ﻟﻸﺳﺘﺎذ ﺷﺮﺣﻬﺎ ﻋﻦ ﻃﺮﻳﻖ اﻟﻤﻘﺎرﻧﺔ ﺑﻴﻦ اﻟﻠﻐﺔ اﻷم واﻟﻠﻐﺔ اﻷﺟﻨﺒﻴﺔ.
 (٠١١: ١٩٩١) rialcniSﻟﻠﻔﻈﻴﺔ ﺗﺸك�ﻞ ﻣﺎ ﺳﻤﺎه ﻣﻦ اﻷﻣﺜﺎل واﻟﻤﺘﻼزﻣﺎت ا ﻛﻞ 
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 ﺑﺎوﻻ ﺳﺎﻧﺘﻴﺎن
 ، اﻟﺬي ﻳﻌﺘﺒﺮ أن:"(elpicnirp moidi eht)"ﺑـ"ﻣﺒﺪأ اﻟﺘﻌﺒﻴﺮ اﻻﺻﻄﻼﺣي ﻟﻠﻐﺔ" 
-mun egral a reh ro mih ot elbaliava sah resu egaugnal eht ]…[
 elgnis etutitsnoc taht sesarhp detcurtsnocerp / imes fo reb
 otni elbasylana eb ot raeppa thgim yeht hguoht neve ,seciohc
 ]…[ eciohc nepo eht stnemges
إن ، اﻟﺬي ﻳﻘﻮل elpicnirpوﻳﺘﻀﺎد� ﻫﺬا اﻟﻤﺒﺪأ ﻣﻊ ﻣﺒﺪأ "اﻻﺧﺘﻴﺎر اﻟﻤﻔﺘﻮح" 
اﻟﻤﺘﺤﺪث ﻳﻘﺮر اﻟﺨﻄﺎب ﻛﻠﻤﺔ ﻛﻠﻤﺔ. وﺣﺴﺐ اﻷﺑﺤﺎث اﻟﺘي أﺟﺮﻳﺖ ﻓي ﻣﺠﺎل ﻟﺴﺎﻧﻴﺎت 
 ﻋﻠى اﻟﺘﻌﺒﻴﺮات اﻟﺜﺎﺑﺘﺔ.اﹰ ﻛﺒﻴﺮ اﹰﻋﺘﻤﺎداﻟﺮﺻﻴﺪ اﻟﻠﻐﻮي ﻓﺈن اﻟﻤﺘﻜﻠﻤﻴﻦ ﺑﻠﻐﺔ ﻣﺎ ﻳﻌﺘﻤﺪون ا
ﻛﺎﻧﺖ ﻣﻌﻈﻢ  ٢١٠٢يإﺛﺮ ﻣﺪاﺧﻠﺘي ﻫﺬه ﻓي ﻣﺆﺗﻤﺮ ﻋﺮﺑﻴﻠ رﻏﻢ ﻛﻞ ﻫﺬه اﻟﺘﺒﺮﻳﺮات
ﺗﻌﻠﻴﻘﺎت اﻟﺤﻀﻮر ﺗﺮﻛﺰ ﻋﻠى أن ﺗﺪرﻳﺲ ﻣﻔﻬﻮم اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﻓي دراﺳﺔ اﻟﻌﺮﺑﻴﺔ أﻣﺮ ﻏﻴﺮ 
ﺪي وأن ﺿﺮوري ﻋﻠى اﻹﻃﻼق. وﻟﻌﻞ ﺑﻌﻀﻬﻢ ﻳﻈﻨﻮن أن اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﻣﻔﻬﻮم ﻟﺴﺎﻧي ﺗﺠﺮﻳ
اﻟﺸﺮح واﻟﺘﻤﺮﻳﻦ ﻋﻠﻴﻬﺎ ﻻ ﻳﻔﻴﺪ اﻟﻄﺎﻟﺐ اﻟﺬي ﻳﺠﺪ أﺻﻼ ﻣﺸﺎﻛﻞ ﻋﺪﻳﺪة ﻓي ﻓﻬﻢ واﺳﺘﻴﻌﺎب 
اﻟﻤﻔﺎﻫﻴﻢ اﻟﻨﺤﻮﻳﺔ اﻟﻤﻘﺮر ﻋﻠﻴﻬﺎ ﻋﺎدة. وﻣﻦ اﻟﻤﻌﺮوف أن ﻣﻔﻬﻮم اﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ 
واﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﺑﺎﻟﺬات ﻣﻔﻬﻮم ﺟﺪﻳﺪ ﻓي ﻣﺠﺎﻟﻨﺎ ورﺑﻤﺎ ﻣﻌﻈﻢ ﺣﻀﻮر اﻟﻤﺆﺗﻤﺮ ﻛﺎن أول 
ﻈﺎﻫﺮة )ﻣﻨﺬ ﻣﺘى اﻷﻓﻌﺎل ﺳﻤﻴﻨﺔ أو ﻧﺤﻴﻔﺔ؟!( وﻓﻜﺮ اﻷﺳﺎﺗﺬة ﺑﻴﻨﻬﻢ ﻣﺮة ﻳﺴﻤﻊ ﻋﻦ ﻫﺬه اﻟ
ﻋﻠﻴﻨﺎ أن ﻧﺰﻳﺪ ﻓي ﻬﻞ ﻓ ﻧﻔﺴﻬﻢ: "ﻗﻮاﻋﺪ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﺻﻌﺒﺔ وﻛﺜﻴﺮة ﻋﻠى اﻟﻄﻠﺒﺔ...أوﺑﻴﻦ 
؟". وﻟكﻨﻪ ﻓي اﻋﺘﺒﺎرﻧﺎ ﻳﺠﺐ ﻋﻠى أﺳﺘﺎذ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﺗﻄﺒﻴﻊ اﻟﺨﻄﺎب ﻋﻦ أﻛﺜﺮﻛﻤﻴﺘﻬﺎ 
ﺒﺎه اﻟﻄﺎﻟﺐ إﻟﻴﻬﺎ وﺷﺮﺣﻬﺎ ﻓي اﻟﺼﻒ ﻛﻤﺎ ﻫﻮ اﻟﻮﺿﻊ اﻟﺘﺮاﻛﻴﺐ اﻟﻤﻔﺮداﺗﻴﺔ اﻟﻤﺘﻜﺮرة وﻟﻔﺖ اﻧﺘ
اﻟﺮاﻫﻦ ﻓي ﻣﺠﺎل ﺗﺪرﻳﺲ ﻟﻐﺎت أﺟﻨﺒﻴﺔ أﺧﺮى ﺣﻴﺚ ﺑﺪأت اﻟﻤﺮاﺟﻊ ﺗﺴﺘﻌﻤﻞ ﻣﺼﻄﻠﺤﺎت 
 ﻟﺒﻌﺾ اﻷﻣﺜﻠﺔ(.  ١ﺑﺸكﻞ ﻃﺒﻴﻌي )اﻧﻈﺮ اﻟﻤﻠﺤﻖ   ycneuqerfأو noitacollocﻣﺜﻞ 
أﻣﺎ ﻓي ﻣﺠﺎل ﺗﺪرﻳﺲ اﻟﻌﺮﺑﻴﺔ اﻟﺘﺮاﻛﻴﺐ اﻟﺘي ﻣﻦ اﻟﻤﻌﺘﺎد أن ﻳﻠﺢ وﻳﻬﺘﻢ ﺑﻬﺎ اﻷﺳﺘﺎذ 
أن ﻫﺬا اﻟﻨﻮع ﻣﻦ اﻟﺘﻌﺒﻴﺮات اﻟﺜﺎﺑﺘﺔ ﻣﻬﻤﺔ  وﺻﺤﻴﺢاﻫﺘﻤﺎﻣﺎ زاﺋﺪا ﻫي اﻷﻣﺜﺎل واﻷﻗﻮال. 
وﺗﺤﻤﻞ ﻣﻌﻠﻮﻣﺎت ﺛﻘﺎﻓﻴﺔ وﺣﻀﺎرﻳﺔ ﻋﺪﻳﺪة ﻏﻴﺮ أﻧﻬﺎ ﻟﻴﺴﺖ ﺿﺮورﻳﺔ ﻓي اﻟﺘﻌﺒﻴﺮ اﻟﻠﻐﻮي ﻛﻤﺎ 
ﻣﻌﻨى  ، ﻓﺈنﹼ، ﻓﻤﺜﻞ ﻣﺎ ﺷﺮﺣﻨﺎ أﻋﻼهاﹰات ﺛﺎﺑﺘﺔ أﺧﺮى أﻛﺜﺮ ﺗﻜﺮارﻫﻮ ﺿﺮوري اﺳﺘﻌﻤﺎل ﺗﻌﺒﻴﺮ
اﻷﻣﺜﺎل ﻳﺴﺘﻄﻴﻊ اﻟﻄﺎﻟﺐ أن ﻳﻌﺒﺮ ﻋﻨﻪ ﺑﻄﺮﻳﻘﺔ ﻣﺒﺴﻄﺔ وﻛﻼم "ﻋﺎدي" )أي� ﻳﺴﺘﻄﻴﻊ ﺗﺮدﻳﺪﻫﺎ( 
ﻠﻴﺲ ﻣﻦ اﻟﺴﻬﻞ أن ﻳﺠﺪ اﻟﻄﺎﻟﺐ ﻃﺮﻗﺎ ﻣﺨﺘﻠﻔﺔ ﻟﻠﺘﻌﺒﻴﺮ ﻋﻨﻬﺎ ﻓﺑﻴﻨﻤﺎ اﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ 
 ﺑﺴﺴﺐ ﺷﻔﺎﻓﻴﺔ ﻋﻨﺎﺻﺮﻫﺎ اﻟﺘﺮﻛﻴﺒﻴﺔ. 
ﺗﺠﺪر ﺑﻨﺎ اﻹﺷﺎرة أﻳﻀﺎ إﻟى أن ﻋﻤﻠﻴﺔ ﺗﻄﺒﻴﻊ ﻫﺬا اﻟﻮﺿﻊ ﺗﺘﻄﻠﺐ ﺟﻬﺪا ﻻ ﺑﺄس ﺑﻪ ﻣﻦ 
ﻗﺒﻞ اﻷﺳﺎﺗﺬة: أوﻻ ﻋﻠﻴﻬﻢ أن ﻳﺘﻌﻠﻤﻮا أﻧﻮاع ﻫﺬه اﻟﺘﺮاﻛﻴﺐ وﺗﺼﺮﻓﺎﺗﻬﺎ ﺑﺎﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ )وأﻗﺼﺪ 
اﻟﻔﺼﺤى وﻟﻬﺠﺎﺗﻬﺎ ﻛﺬﻟﻚ ﻓﻔﻴﻬﺎ ﻧﺠﺪ ﻛﻤﻴﺔ ﻫﺎﺋﻠﺔ ﻣﻦ اﻟﺘﺮاﻛﻴﺐ اﻟﺜﺎﺑﺘﺔ وﺑﺼﻮرة ﺧﺎﺻﺔ ﻣﻦ 
اﻟﺘﻌﺒﻴﺮات اﻟﺜﺎﺑﺘﺔ ﻓي ﻳﺪﺧﻠﻮا ﺛﺎﻧﻴﺎ ﻳﺠﺐ ﻋﻠى ﻣﺆﻟﻔي اﻟﻤﺮاﺟﻊ اﻟﺘﻌﻠﻴﻤﻴﺔ أن  اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة(؛
ﻣﻀﻤﻮن اﻟكﺘﺐ ﻛﻌﻨﺎﺻﺮ ﻟﻐﻮﻳﺔ ﻣﺴﺘﻘﻠﺔ ﺑﺬاﺗﻬﺎ؛ ﺛﺎﻟﺜﺎ ﻻﺑﺪ ﻣﻦ إدراج اﻟﻤﺼﻄﻠﺤﺎت اﻟﺪاﻟﺔ 
ﻴﺮات ﺗﺼﻮﻳﺮﻳﺔ وﻗﻮاﻟﺐ ﻋﻠى ﻫﺬا اﻟﻨﻮع ﻣﻦ اﻟﺘﻌﺒﻴﺮات )ﻣﺘﻼزﻣﺎت ﻟﻔﻈﻴﺔ وﺛﻨﺎﺋﻴﺎت وﺗﻌﺒ
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ﺘﻌﻮ�د ﻋﻠﻴﻬﺎ روﻳﺪا روﻳﺪا. ﺣﺘى ﻳﺮوﺣﺎت ﻟﻠﻄﻠﺒﺔ ﺧﻄﺎب اﻟﺼﻒ وﻓي اﻟﺸ ( ﻓياﻟﺜﺎﺑﺖ، إﻟﺦ
وراﺑﻌﺎ وأﺧﻴﺮا ﻳﺠﺐ إدراﺟﻬﺎ أﻳﻀﺎ ﻓي اﻟﻔﺤﻮص واﻻﻣﺘﺤﺎﻧﺎت ﺣﺘى ﺗﺘﺨﺬ ﻣكﺎﻧﺘﻬﺎ 
 اﻟﻤﺴﺘﺤﻘﺔ.
 ﻧﻤﺎذج ﺗﻤﺮﻳﻨﺎت ﻟﺘﺪرﻳﺲ اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﻓي ﺻﻒ اﻟﻌﺮﺑﻴﺔ .٥
ﻓي ﻫﺬا اﻟﺠﺰء ﻣﻦ اﻟﻤﻘﺎل ﻧﻮد أن ﻧﻘﺪم ﺳﻠﺴﻠﺔ ﺗﻌﻠﻴﻤﻴﺔ ﺧﺎﺻﺔ ﺑﺎﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة اﺗﺒﺎﻋﺎ 
وﻫي: اﻟﺘﺴﺨﻴﻦ  (٦٣: ٦٠٠٢) sareugiHاﻟﺘﺪرﻳﺠﻴﺔ اﻟﻤﻘﺘﺮﺣﺔ ﻓي ﻛﺘﻴﺐ اﻟﺒﺎﺣﺜﺔ اﺣﻞ ﻟﻠﻤﺮ
 اﻟﺘﺮﺳﻴﺦ ﻓي اﻟﺪﻣﺎغ.؛  )ﺷﺮح اﻟﻤﻔﻬﻮم(؛ ﺗﻘﺪﻳﻢ اﻷﻣﺜﻠﺔ؛ اﻟﻮﻋي ﺑﺎﻟﻤﻔﻬﻮم
 اﻟﺘﺴﺨﻴﻦ ․١․٥
ﻣﺎ ﻳكﻮن  ﻏﺎﻟﺒﺎﹰ إن اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﻇﺎﻫﺮة ﻟﻐﻮﻳﺔ ﻣﻮﺟﻮدة ﻓي ﻛﻞ اﻟﻠﻐﺎت اﻟﻄﺒﻴﻌﻴﺔ ﻏﻴﺮ أن 
أن ﻧﻨﻄﻠﻖ ﻣﻦ ﺗﻘﺪﻳﻢ ﺑﻌﺾ اﻷﻣﺜﻠﺔ ﺑﻠﻐﺘﻬﻢ اﻷم اﻷﻓﻀﻞ وﻟﻬﺬا ﻣﻦ ﻏﻴﺮ واﻋﻴﻴﻦ ﺑﻬﺎ اﻟﻄﻼب 
. ﻓي ﻫﺬا اﻟﺘﻤﺮﻳﻦ اﻟﻠﻐﺔ اﻷم اﻟﻤﻔﺘﺮﺿﺔ ﻋﻨﺪ اﻟﻄﺎﻟﺐ ﻫي اﻹﺳﺒﺎﻧﻴﺔ وﻧﺒﺪأ ٧١․١․٥ﻛﻤﺎ ﻓي 
واﺳﺘﻌﻤﺎﻻﺗﻪ  = أﻋﻄى( radﺑﻤﻘﺎرﻧﺔ اﺳﺘﻌﻤﺎﻻت اﻟﻔﻌﻞ ﻛﻔﻌﻞ ﺛﻘﻴﻞ )أي� ﺑﻤﻌﻨﺎه اﻷﺻﻠي: 
أن ﻳﻠﺢ ﻋﻠى اﻟﻔﺮق ﺑﻴﻦ "ﺛﻘﻞ" اﻟﻔﻌﻞ ﻓي ﻛﻞ ﻛﻔﻌﻞ ﺧﻔﻴﻒ )أي� ﻓﻌﻞ رﻛﻴﺰة(. وﻋﻠى اﻷﺳﺘﺎذ 
 ﺠﺎزﻳﺔ ﺳﺘﺴﺎﻋﺪ ﻋﻠى ﻓﻬﻢ ﻫﺬا اﻟﻔﺮق.ﻣﻦ ﻫﺎﺗﻴﻦ اﻟﺤﺎﻟﺘﻴﻦ وﺻﻮرة اﻟﻤﻴﺰان ﻫي ﻃﺮﻳﻘﺔ ﻣ
 ․١․١․٥
اﻟﻮزن؟ اﻧﻈﺮ إﻟى اﻷﻣﺜﻠﺔ  ﺛﻘﻴﻠﺔاﻟﻮزن و ﺧﻔﻴﻔﺔ أﻓﻌﺎﻻ� ﻓي ﻛﻞ اﻟﻠﻐﺎتﻫﻞ ﺗﻌﺮف أن  
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 رﻣﺎدي.ﺪﻣﺎ ﺗﹸﻜﺘﺐ اﻷﺟﻮﺑﺔ ﺗﻜﻮن ﻣكﺘﻮﺑﺔ ﺑﻠﻮن ﻓي اﻟﺘﻤﺮﻳﻨﺎت اﻟﻤﻘﺘﺮﺣﺔ ﻋﻨ ٧
                                                          
 ﺑﺎوﻻ ﺳﺎﻧﺘﻴﺎن
 "rad"ﻣﻦ اﻟﻔﻌﻞ  ﺎﻓي اﻷﻣﺜﻠﺔ ﻓي اﻟﻌﻤﻮد اﻟﻮﺳﻄي أﺧﻒ وزﻧ "rad"ﻻﺣﻆ أن اﻟﻔﻌﻞ  















وﻫي أﻓﻌﺎل ﻗﺪ ﻓﻘﺪت ﻣﻌﻨﺎﻫﺎ  اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة إن اﻷﻓﻌﺎل اﻟﺨﻔﻴﻔﺔ ﺗﻌﺮف ﺑﻤﺼﻄﻠﺢ 
اﻟﺪﻻﻟي اﻷﺻﻠي وأﺻﺒﺤﺖ ﺗﺤﻤﻞ ﻣﻌﻠﻮﻣﺎت ﻧﺤﻮﻳﺔ )اﻟﺼﻴﻐﺔ واﻟﺰﻣﻦ(. ﻓي 
اﻟﻌﺒﺎرات اﻟﺘي ﻓﻴﻬﺎ ﻓﻌﻞ رﻛﻴﺰة اﻟﻤﻔﻌﻮل ﺑﻪ ﻫﻮ اﻟﺬي ﻳﺤﻤﻞ اﻟﻤﻌﻨى اﻟﻤﻌﺠﻤي 
 واﻹﺧﺒﺎر وﻟﻴﺲ اﻟﻔﻌﻞ.
 ﺗﻘﺪﻳﻢ اﻷﻣﺜﻠﺔ ․٢․٥
ﺑﻌﺪ اﻟﺘﻌﺮف ﻋﻠى ﻣﻔﻬﻮم اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﺑﻠﻐﺘﻬﻢ اﻷم ﻧﻨﺘﻘﻞ إﻟى اﻟﻌﺮﺑﻴﺔ. ﻓﻨﺒﺪأ ﻣﻦ اﻷﺳﻬﻞ 
ﻟﻨﺘﺪرج إﻟى اﻷﺻﻌﺐ وﻟﺬﻟﻚ اﻟﺨﻄﻮة اﻷوﻟى ﺳﺘﻜﻮن ﺗﻘﺪﻳﻢ ﺑﻀﻌﺔ أﻣﺜﻠﺔ ﺗﻜﺮر ﺗﻜﺮارا ﻋﺎﻟﻴﺎ 
" وﻣﻦ ﺧﻼل اﺳﺘﻌﻤﺎﻻﺗﻬﻤﺎ ﻣﻊ أرﺳى" و"أﺳﺪى. ﻗﺪ اﺧﺘﺮﻧﺎ اﻟﻔﻌﻠﻴﻦ "٢٫١ﺑﺎﻟﻌﺮﺑﻴﺔ. ﻓﻔي 
 ﻧﻼﺣﻆ إﻟى أﻳﺔ درﺟﺔ ﻳﻤكﻦ أن ﻳﺘﻐﻴﺮ ﻣﻌﻨﺎﻫﻤﺎ.  (setacolloc)ﻣﻼزﻣﺎﺗﻬﻤﺎ 
إﺿﺎﻓﺔ إﻟى ذﻟﻚ ﻓﺈن ﻣﻦ اﻟﻤﻬﻢ ﺑﺎﻟﻨﺴﺒﺔ إﻟﻴﻨﺎ أن ﻳﺒﺪأ ﻃﻼب اﻟﻌﺮﺑﻴﺔ اﻟﻤﺘﻘﺪﻣﻴﻦ ﻓي 
 ﺴﺐﻧاﻷ. وﻣﻦ ﻟﻠﺘﻌﻠﻢاﺳﺘﻌﻤﺎل اﻷرﺻﺪة اﻟﻠﻐﻮﻳﺔ ﻓي اﻟﺼﻔﻮف أو ﻓي اﻟﺒﻴﺖ ﻛﺂﻟﺔ ﻣﺴﺎﻧﺪة 
واﻟﻤﻄﻮر ﻣﻦ ﻃﺮف اﻟﻤﺼﻤﻢ  enilnosuprocibarAاﻷرﺻﺪة اﻟﻠﻐﻮﻳﺔ ﻟﻬﺬا اﻟﻬﺪف ﻫﻮ رﺻﻴﺪ 
اﻷﻣﺮﻳكﻴﺔ. وﻳﺤﻈى ﻫﺬا  gnuoY mahgirBﻣﻦ ﺟﺎﻣﻌﺔ  nosnikraP htrowliDاﻷﺳﺘﺎذ 
اﻟﺮﺻﻴﺪ ﺑﻌﺪة إﻳﺠﺎﺑﻴﺎت ﻣﻦ ﻧﺎﺣﻴﺔ اﺳﺘﻌﻤﺎﻟﻪ ﻣﺜﻞ أﻧﻪ ﺳﻬﻞ اﻻﺳﺘﻌﻤﺎل ﻟﻠﻐﺎﻳﺔ وﻣﺠﺎﻧي، ﻛﻤﺎ 
ﻗﺪ أﺿﺎف ﻣﺆﺧﺮا ﻣﺆﻟﻔﻪ ﺟﺰءا ﺧﺎﺻﺎ ﻟﻠﺒﺤﺚ ﻋﻦ اﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ ﺣﻴﺚ ﺗﻈﻬﺮ ﻧﺘﺎﺋﺞ� 
 (txetnoc ni drow yek)ﺔ ﻴاﻟﻮاردة ﻋﻠى ﻳﻤﻴﻦ أو ﻳﺴﺎر اﻟكﻠﻤﺔ اﻷﺳﺎﺳاﻟﻤﻔﺮدات اﻷرﺑﻊ 
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 اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻠﻨﺎﻃﻘﻴﻦ ﺑﻐﻴﺮﻫﺎ "ﺛﻘﻞ" اﻷﻓﻌﺎل وﺗﺄﺛﻴﺮه ﻓي ﻣﺠﺎل ﺗﺪرﻳﺲ
 561 ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ وﺗﻌﻠﻤﻬﺎ
 
ﻳﺄﺗي وﻗﺖ اﻗﺘﺒﺎس  ․١․٢․٥وﺑﺎﻟﻌﺮﺑﻴﺔ  ․١․١․٥ﺑﻌﺪ ﺗﻘﺪﻳﻢ اﻷﻣﺜﻠﺔ ﺑﻠﻐﺘﻬﻢ اﻷم 
ﺑﻌﺾ اﻷﻣﺜﻠﺔ ﻣﻦ ﻣﻘﺎﻃﻊ ﻧﺼﻮص أﺻﻠﻴﺔ. ﻓي ﻫﺬه اﻟﺤﺎﻟﺔ ﻟﻦ ﺗﻜﻮن اﻟﻨﺼﻮص ﻃﻮﻳﻠﺔ ﺟﺪا ﻛي 
ﻳﻀﻊ  ․٢․٢․٥ﻓﻔي اﻟﺘﻤﺮﻳﻦ  ﻧﺴﻬﻞ ﻋﻤﻠﻴﺔ اﻟﺘﻘﺮب اﻟﺘﻤﻬﻴﺪي ﻟﻸﻓﻌﺎل اﻟﺮﻛﻴﺰة ﻋﻨﺪ اﻟﻄﺎﻟﺐ.
اﻟﻄﺎﻟﺐ ﺧﻄﺎ ﺗﺤﺖ ﻛﻞ ﻓﻌﻞ رﻛﻴﺰة وﻣﻼزﻣﻪ، وﻳﻼﺣﻆ أﻧﻪ ﻣﻦ اﻟﻌﺎدي أﻻ ﺗﺄﺗي اﻟﻤﻼزﻣﺎت 
ﺎل اﻟﺮﻛﻴﺰة ﻣﺒﺎﺷﺮة. وﻳﻨﺘﻬﺰ ﻫﺬه اﻟﻔﺮﺻﺔ اﻷﺳﺘﺎذ ﻟﺸﺮح ﻣﻔﻬﻮم ﻣﺪى اﻟﺘﻼزم ﺑﻌﺪ اﻷﻓﻌ
 . ٨وﻣﻼزﻣﺎﺗﻬﺎ ﻣﺤﺴﻮﺑﺔ ﺑﻌﺪد اﻟﻤﻔﺮدات وﻫﻮ اﻟﻤﺴﺎﻓﺔ ﺑﻴﻦ اﻟﻨﻮاة (naps lanoitacolloc)
وإذا ﻛﺎن اﻟﻄﻼب ﻏﻴﺮ ﻣﻌﺘﺎدﻳﻦ ﻋﻠى اﺳﺘﻌﻤﺎل اﻟﺮﺻﻴﺪ اﻟﻠﻐﻮي اﻹﻟكﺘﺮوﻧي ﻓﻼ ﺑﺪ 
ﺮﻛﻴﺰة ﻋﻦ اﻷﻓﻌﺎل اﻟ اﻟﺒﺤﺚات اﻷوﻟى. ﻓﻌﻮض ﻟﻸﺳﺘﺎذ أن ﻳﻤﻬﺪ اﻟﻄﺮﻳﻖ وﺧﺼﻮﺻﺎ ﻓي اﻟﻤﺮ
أن ﻳﺼﻮر اﻷﺳﺘﺎذ ﻧﺘﺎﺋﺞ اﻟﺒﺤﺚ ﻋﻠى اﻟﻮرق وأن ﻳﻮزﻋﻬﺎ ﻓي  ﻓﻀﻞﻓي اﻟﺮﺻﻴﺪ ﻣﺒﺎﺷﺮة ﻣﻦ اﻷ
اﻟﻌﻤﻞ ﺑﻤﺠﻤﻮﻋﺎت ﺻﻐﻴﺮة أو أزواج ﻛي  ﻋﻠى اﻟﺼﻒ. ﻛﻤﺎ ﺳﻴﺴﺎﻋﺪ وﺳﻴﺸﺠﻊ اﻟﻄﻼب
ﻠﻐﺔ ﺑﺎﻟﻠﻐﺔ ﻳﺄﺧﺬوا اﻟﺜﻘﺔ ﺑﺄﻧﻔﺴﻬﻢ ﻋﻨﺪ اﺳﺘﻌﻤﺎل اﻷرﺻﺪة وﻛي ﻧﺤﻔﺰﻫﻢ ﻋﻠى اﻟﺨﻄﺎب ﻋﻦ اﻟ
اﻟﻤﺴﺘﻬﺪﻓﺔ. ﻓﺒﻼ ﺷﻚ ﺑﻌﺪ ﺗﺠﺎوز ﻣﺮﺣﻠﺔ اﻟﺘﻌﺮف، ﺳﻴﺼﺒﺢ ﻃﻼب ﻋﺼﺮ اﻟﻮﺳﺎﺋﻞ 
اﻟﻠﻐﻮﻳﺔ وﻫﺬا ﺗﺸﺠﻴﻌﺎ ﻋﻠى ﺗﻌﻠﻤﻬﻢ اﻷرﺻﺪة  ﻓياﻹﻟكﺘﺮوﻧﻴﺔ ﻗﺎدرﻳﻦ ﺑﺬاﺗﻬﻢ ﻋﻠى اﻟﺒﺤﺚ 
 اﻟﻤﺴﺘﻘﻞ.
 ․١․٢․٥
اﻧﻈﺮ إﻟى ﺑﻌﺾ اﻷﻣﺜﻠﺔ ﻷﻓﻌﺎل رﻛﻴﺰة )"ﺧﻔﻴﻔﺔ اﻟﻮزن"( ﺑﺎﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ واﺑﺤﺚ ﻋﻦ  
ﺑﺎﻹﺳﺒﺎﻧﻴﺔ ﻓي اﻟﻘﺎﻣﻮس. ﺑﻌﺪ ذﻟﻚ اﺑﺤﺚ ﻋﻦ أﻣﺜﻠﺔ ﻟﻬﺎ ﻓي رﺻﻴﺪ ﻟﻐﻮي أو ﻣﻌﺎﻧﻴﻬﺎ 
 ﻓي اﻹﻧﺘﺮﻧﻴﺖ.
 
 ﻣﺜﺎل ﻣﻦ اﻟﺮﺻﻴﺪ اﻟﺘﺮﺟﻤﺔ  
ﻣﻌﻨى اﻟﻔﻌﻞ 
 اﻷﺻﻠي
 …racarta ,rajif ,ralcna أرﺳى
اﻷﻣﻴﺮ ﻧﺎﻳﻒ أرﺳى ﺳﻔﻴﻨﺔ 




 sesab sal ratnes اﻷﺳﺎﺳي
 اﻟﺤﺠﺮ اﻻﺳﺎﺳى أرﺳى
 ﻟﻠﻤﺸﺮوع ﺑﻴﺪه اﻟكﺮﻳﻤﺔ
أرﺳى دﻋﺎﺋﻢ ﺗﻤكﻴﻦ اﻟﻤﺮأة  sesab sal renop أرﺳى اﻟﺪﻋﺎﺋﻢ
 ﻟﺘﻌﺰﻳﺰ دورﻫﺎ ﻓي اﻟﻤﺠﺘﻤﻊ
 oipicnirp nu ratnes أرﺳى ﻣﺒﺪأ
اﻟﻘﺮار أرﺳى ﻣﺒﺪأ اﻟﻔﺼﻞ 
  ﺑﻴﻦ اﻟﺴﻠﻄﺎت
ﻓﺮاﻏﺎت ﻋﻠى ﻳﻤﻴﻦ أو ﻋﻠى ﻳﺴﺎر  ٤، أي� ٤/+٤-( ﻣﺪى ﻣﺜﺎﻟﻴﺎﹰ ﻫﻮ ١٢: ٤٧٩١وآﺧﺮون ) rialcniSاﻗﺘﺮح  ٨
 اﻟﻨﻮاة.
                                                          
 ﺑﺎوﻻ ﺳﺎﻧﺘﻴﺎن
 
 ﻣﺜﺎل ﻣﻦ اﻟﺮﺻﻴﺪ اﻟﺘﺮﺟﻤﺔ  
ﻣﻌﻨى اﻟﻔﻌﻞ 
 اﻷﺻﻠي
اﻋﺘﺮاﻓﺎ ﺑﻤﺎ أﺳﺪاه ﻫﺬا  sitarg rad أﺳﺪى
 اﻟﺨﻄﺎط اﻟﻤﺒﺪع ﻟﻔﻦ اﻟﺨﻂ
 اﻟﻔﻌﻞ اﻟﺮﻛﻴﺰة
 nu ratserp أﺳﺪى ﺧﺪﻣﺔ
 oicivres
اﻹﺑﺮاﻫﻴﻤي: ﻛﻮﻓي ﻋﻨﺎن 






وﻣﻦ ﻫﺬ اﻟﻤﻨﻄﻠﻖ أﺣﺒﺒﺖ أن 
ﻷوﻟﻴﺎء اﻷﻣﻮر ﺑﻌﺾ أﺳﺪي 
 ojesnoc rad أﺳﺪى ﻧﺼﻴﺤﺔ اﻟﻨﺼﺎﺋﺢ واﻹرﺷﺎدات
ﻳﺠﺐ ﻋﻠﻴﻨﺎ أن ﻧﺸكﺮ ﻣﻦ  rovaf nu recah أﺳﺪى ﻣﻌﺮوف
 ﺎأﺳﺪى ﻟﻨﺎ ﻣﻌﺮوﻓ
 
 ․٢․٢․٥
 اﻵن اﺑﺤﺚ ﻋﻦ اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﻓي اﻟﺠﻤﻞ اﻟﺘﺎﻟﻴﺔ وﺿﻊ� ﺧﻄﺎ ﺗﺤﺘﻬﺎ: 
 اﻟﻘﺮار.وﻧﺪﻣﺖ ﻋﻠﻴﻪ وأﺗﻤﻨى ﻟﻮ ﻳﺮﺟﻊ اﻟﺰﻣﻦ ﻟﺘﻐﻴﻴﺮ ﻫﺬا  أﺧﺬت ﻗﺮارا  -١
 �ﻼل ٔأﺳ�ﺒﻮ�ﲔ. %٥٢ﺻﺎﻓيﺎ  رﲝﺎ اﻟﴩﻛﺔ ﺣﻘﹼﻘﺖ -٢
ﻋﻠى اﻟﻨﺎﻃﻖ اﻟﺮﺳﻤي ﺑﺎﺳﻢ اﻟﺤكﻮﻣﺔ  ﺳﺆاﻻاﻟﺼﺤﺎﻓﻴﺔ  ﻃﺮﺣﺖ -٣
 اﻟﺒﺮﻳﻄﺎﻧﻴﺔ.
اﻟﺘﺎم ﻋﻦ اﻷداء اﻟﺬي ﻇﻬﺮ ﺑﻪ ﻓﺮﻳﻘﻪ  رﺿﺎهاﻟﻘﺎﺋﺪ إﻳكﺮ ﻛﺎﺳﻴﺎس  أﺑﺪى -٤
 رﻳﺎل ﻣﺪرﻳﺪ.
 ﻧﻬﺎﺋﻴﺎ ﻟﻠﺤﻴﺮة وﻗﺮرت أن أدرس اﻟﻬﻨﺪﺳﺔ اﻟﻤﻌﻤﺎرﻳﺔ. وﺿﻌﺖ ﺣﺪا -٥
 
ﻤﻦ اﻷرﺟﺢ أن ﻳﻄﻠﺐ اﻷﺳﺘﺎذ أن ﻳﻌﻴﺪ ﻓﻋﻼوة ﻋﻠى ذﻟﻚ وﺗﻜﻤﻴﻼ ﻟﻬﺬا اﻟﺘﻤﺮﻳﻦ 
اﻟﻄﻼب ﻛﺘﺎﺑﺔ اﻟﺠﻤﻞ ﺑﺎﺳﺘﻌﻤﺎل ﻓﻌﻞ ﺛﻘﻴﻞ واﺣﺪ ﻛﻤﺎ ﻓي اﻟﺘﺎﻟي. وﻣﻦ اﻟﻤﻮاﺿﻴﻊ اﻟﺘي ﻳﻤكﻦ 
، أو ﻫي ﺎﹰأو ﺧﻔﻴﻔ ﺛﻘﻴﻼ� اﺧﺘﻼف ﻓي اﻟﻤﻌﻨى ﻋﻨﺪﻣﺎ ﻧﺴﺘﻌﻤﻞ ﻓﻌﻼ� أ( ﺗﻤﻴﻴﺰﻫﺎ ﻟﻸﺳﺘﺎذ ﻧﺠﺪ:
اﻹﺷﺎرة إﻟى اﻟﺤﺎﻻت اﻟﺘي ﻳﺼﺒﺢ ﻣﻦ اﻹﺟﺒﺎري  ب( ﻣﺠﺮد ﻣﺴﺄﻟﺔ أﺳﻠﻮﺑﻴﺔ ﻓﺤﺴﺐ؛
 اﺳﺘﻌﻤﺎل اﻟﻤﻔﻌﻮل اﻟﻤﻄﻠﻖ ﻓﻴﻬﺎ وﻟﻤﺎذا. 
 
  ٢١٠٢ﻋﺮﺑﻴﻠي  661
 
 اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻠﻨﺎﻃﻘﻴﻦ ﺑﻐﻴﺮﻫﺎ "ﺛﻘﻞ" اﻷﻓﻌﺎل وﺗﺄﺛﻴﺮه ﻓي ﻣﺠﺎل ﺗﺪرﻳﺲ
وﻧﺪﻣﺖ ﻋﻠﻴﻪ وأﺗﻤﻨى ﻟﻮ ﻳﺮﺟﻊ  أﺧﺬت ﻗﺮارا
 اﻟﻘﺮار.اﻟﺰﻣﻦ ﻟﺘﻐﻴﻴﺮ ﻫﺬا 
وﻧﺪﻣﺖ ﻋﻠﻴﻪ وأﺗﻤﻨى ﻟﻮ ﻳﺮﺟﻊ اﻟﺰﻣﻦ  ﻗﺮرت
 اﻟﻘﺮار.ﻟﺘﻐﻴﻴﺮ ﻫﺬا 
ﺧﻼل  %٥٢ﺻﺎﻓﻴﺎ  رﺑﺤﺎ اﻟﺸﺮﻛﺔ ﺣﻘﹼﻘﺖ
 أﺳﺒﻮﻋﻴﻦ.
ﺧﻼل  %٥٢ﺻﺎﻓﻴﺎ  رﺑﺤﺎاﻟﺸﺮﻛﺔ  رﺑﺤﺖ
 أﺳﺒﻮﻋﻴﻦ.
ﻋﻠى اﻟﻨﺎﻃﻖ  ﺳﺆاﻻاﻟﺼﺤﺎﻓﻴﺔ  ﻃﺮﺣﺖ
 اﻟﺮﺳﻤي ﺑﺎﺳﻢ اﻟﺤكﻮﻣﺔ اﻟﺒﺮﻳﻄﺎﻧﻴﺔ.
ﻨﺎﻃﻖ اﻟﺮﺳﻤي ﺑﺎﺳﻢ ﻟﻠ ﺳﺆاﻻاﻟﺼﺤﺎﻓﻴﺔ  ﺳﺄﻟﺖ
 اﻟﺒﺮﻳﻄﺎﻧﻴﺔ.اﻟﺤكﻮﻣﺔ 
ﻋﻦ  اﻟﺘﺎم رﺿﺎهاﻟﻘﺎﺋﺪ إﻳكﺮ ﻛﺎﺳﻴﺎس  أﺑﺪى
 اﻷداء اﻟﺬي ﻇﻬﺮ ﺑﻪ ﻓﺮﻳﻘﻪ رﻳﺎل ﻣﺪرﻳﺪ.
ﻋﻦ اﻷداء  رﺿﺎ ﺗﺎﻣﺎاﻟﻘﺎﺋﺪ إﻳكﺮ ﻛﺎﺳﻴﺎس  رﺿي
 اﻟﺬي ﻇﻬﺮ ﺑﻪ ﻓﺮﻳﻘﻪ رﻳﺎل ﻣﺪرﻳﺪ.
ﻧﻬﺎﺋﻴﺎ ﻟﻠﺤﻴﺮة وﻗﺮرت أن أدرس  وﺿﻌﺖ ﺣﺪا
 اﻟﻬﻨﺪﺳﺔ اﻟﻤﻌﻤﺎرﻳﺔ.
ﻧﻬﺎﺋﻴﺎ ﻟﻠﺤﻴﺮة وﻗﺮرت أن أدرس  ﺣﺪدت ﺣﺪا
 ﻬﻨﺪﺳﺔ اﻟﻤﻌﻤﺎرﻳﺔ.اﻟ
 
 اﻟﻮﻋي ﺑﺎﻟﻤﻔﻬﻮم ․٣․٥
ﻫﻮ أن ﻳﺮﻛﺰ اﻟﻄﺎﻟﺐ ﻋﻠى ﻇﺎﻫﺮة  اﻟﺪﻳﺪاﻛﺘﻴكﻴﺔﻫﺪﻓﻨﺎ ﻓي اﻟﻤﺮﺣﻠﺔ اﻟﺜﺎﻟﺜﺔ ﻣﻦ ﻫﺬه اﻟﺴﻠﺴﻠﺔ 
اﻟﺘﻤﺮﻳﻨﺎت واﻷﻣﺜﻠﺔ اﻟﺘي ﻧﻘﺘﺮﺣﻬﺎ ﻻ  ﻓﺈنﹼ  اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﻛﻈﺎﻫﺮة ﻟﻐﻮﻳﺔ ﻗﺎﺋﻤﺔ ﺑﺬاﺗﻬﺎ وﻟﺬﻟﻚ
 ﻳﺮاﻓﻘﻬﺎ أي ﺳﻴﺎق ﻧﺼي.
اﻟﺬي ﻟﻪ ﻫﺪﻓﺎن: أوﻻ ﺗﺒﻴﻴﻦ ﺗﻌﺪد اﻟﻤﻌﺎﻧي ﻟكﻠﻤﺔ ﻛﺎن  ․١․٣․٥ﻧﻨﻄﻠﻖ ﻣﻦ ﺗﻤﺮﻳﻦ 
اﻟﻄﺎﻟﺐ ﻳﻌﺘﻘﺪ أﻧﻪ ﻳﻌﺮف ﻣﻌﻨﺎﻫﺎ )وﻫﺬه ﻃﺮﻳﻘﺔ ﻟﺘﻌﺰﻳﺰ اﻟﻤﻌﺮﻓﺔ اﻟﻨﻮﻋﻴﺔ ﻟﻠﻤﻔﺮدات(؛ وﺛﺎﻧﻴﺎ 
أﻳﻀﺎ ﻣﺘﻼزﻣﺎت ﻟﻔﻈﻴﺔ ﻫﻮ ﻟﻴﺲ ﻛﻞ ﻣﺎ ﻳ�ﻌﺘﺒﺮ ﻣﺘﻼزﻣﺎت ﻟﻔﻈﻴﺔ ﺑﺎﻟﻌﺮﺑﻴﺔ  ﻪأﻧﺗﻮﺿﻴﺢ 
ﻫﺬه اﻟﺘﺮاﻛﻴﺐ، ﻣﻊ أﻧﻬﺎ ﻣﻮﺟﻮدة ﻓي ﻛﻞ ﺑﺎﻹﺳﺒﺎﻧﻴﺔ )أو ﻣﻬﻤﺎ ﻛﺎﻧﺖ اﻟﻠﻐﺔ اﻷم ﻟﻠﻄﺎﻟﺐ( ﺑﻞ أن 
 اﻟﻠﻐﺎت، ﻻ ﺗﺘﻄﺎﺑﻖ ﺗﻄﺎﺑﻘﺎ ﻛﺎﻣﻼ.
 وﻣﻦ ا�ٔﻓﻌﺎل اﳌﻨﺎﺳﺐ اﺳ�ﺘﻌﲈﻟﻬﺎ ﻟﺘﻮﻇﯿﻒ ﻫﺬا ا�ﳣﺮ�ﻦ: "ٔأﻃﻠﻖ"؛ "ﻣﺎرس"؛ "وﺿﻊ"، ﻧﻈﺮا ﻟﺘﻌّﺪد ﻣﻌﺎنﳱﺎ. 
 
 ١․٣․٥
 ﺎﻹﺳﺒﺎﻧﻴﺔ؟ ﻫﻞ أﻧﺖ ﻣﺘﺄﻛﺪ؟ﺑﻣﺎ ﻣﻌﻨى اﻟﻔﻌﻞ "ﺿﺮب"  
 اﻟﻔﻌﻞ "ﴐب" ﻣتﻌﺪد اﳌﻌﺎﱐ.�ﺮﰖ ﻫﺬﻩ اﻟﻌﺒﺎرات وﺳ�ﺘﺪرك ﺑأٔن �ﻟﻌﺮﺑﯿﺔ 
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 ﺑﺎوﻻ ﺳﺎﻧﺘﻴﺎن
   اﻟﺒﺎب  
  ﻣﻮﻋﺪا      ٣ﻓي  ٥ 
 ﻣﺜﺎﻻ  ﺿﺮب  ﻋﻤﻠﺔ
  وﺟﻬ�ﻪ  اﻟﻄﺮﻳﻖ 
   اﻟﺨﻴﻤﺔ  
 
ﻋﻠى اﻟﻄﺎﻟﺐ أن ﻳﺮﻛﺰ ﻋﻠى اﻟﺒﻌﺪ اﻟﻤﻔﺮداﺗي ﻟﻠﺘﺮاﻛﻴﺐ  ․٢․٣․٥ﻓي اﻟﺘﻤﺮﻳﻦ اﻟﺘﺎﻟي 
اﻟﻤﻘﺘﺮﺣﺔ. أوﻻ ﻋﻠﻴﻪ أن ﻳﺮﺑﻂ ﺑﻴﻦ اﻟﻔﻌﻞ واﻟﻤﻔﻌﻮل ﺑﻪ اﻟﻤﻼﺋﻢ ﻟﻪ وأن ﻳﻘﺮر إذا ﻛﺎن ﻓﻌﻼ 
ﺧﻔﻴﻔﺎ )رﻛﻴﺰة( أم ﻓﻌﻼ ﺛﻘﻴﻼ، ﻣﺜﻞ ﻣﺎ ﻫﻮ ﻣﺸﺮوح ﻓي اﻟﻨﻤﻮذﺟﻴﻦ. ﺑﻌﺪ ذﻟﻚ ﻳ�ﻄﻠﺐ ﻣﻨﻪ أن 
ﺘﺸﻒ أن ﻫﺬا ﻏﻴﺮ ﻣﻤكﻦ إﻻ إذا ﻛﺎن ﻳﺒﺪﹼل اﻟﻔﻌﻞ واﻟﻤﻔﻌﻮل ﺑﻪ ﻟﻪ ﺑﻔﻌﻞ ﻣﻨﻔﺮد ﺣﺘى ﻳﺴ
 اﻟﺘﺮﻛﻴﺐ ﻣﺘﻼزﻣﺎ ﻟﻔﻈﻴﺎ ﻣكﻮﻧﺎ ﻣﻦ ﻓﻌﻞ رﻛﻴﺰة.
 ․٢․٣․٥
اﻟﻤﻔﻌﻮل اﻟﺬي ﻳﺘﻼزم ﻣﻊ ﻛﻞ ﻓﻌﻞ وﺿﻌ�ﻬﻤﺎ ﻓي داﺋﺮة اﻟﻤﻴﺰان اﻟﻤﻨﺎﺳﺒﺔ  اﺧﺘﺮ 
ﺣﺴﺐ اﻟﻨﻤﻮذﺟﻴﻦ. ﺛﻢ ﺣﺎول أن ﺗﺒﺪﹼل اﻟﻔﻌﻞ واﻟﻤﻔﻌﻮل ﺑﻪ ﻟﻪ ﺑﻔﻌﻞ ﻣﻨﻔﺮد. ﻫﻞ 
 ﻫﺬا ﻣﻤكﻦ ﻓي ﻛﻞ اﻟﺤﺎﻻت؟ ﻟﻤﺎذا؟
 
 ﻋﺒﺎرة ﻓﻴﻬﺎ ﻓﻌﻞ رﻛﻴﺰةﻧﻤﻮذج 
 )"ﻓﻌﻞ ﺧﻔﻴﻒ اﻟﻤﻌﻨى"(
 ﻧﻤﻮذج ﻋﺒﺎرة ﻓﻴﻬﺎ ﻓﻌﻞ ﻏﻴﺮ رﻛﻴﺰة 
  )"ﻓﻌﻞ ﺛﻘﻴﻞ اﻟﻤﻌﻨى"(
 )م. ﺑﻪ( اﺳﻢ+  ﻓﻌﻞ رﻛﻴﺰة
 
  = ﻓﻌﻞ ﻣﻨﻔﺮد
 




 وﺿﻊ         ﻗﺮأ       أﺧﺬ
 أﺳﺪى      أﺗﺎح       ﺣﻘﹼﻖ
 ﺷﺎﻫﺪ       ﻏﺴﻞ       أﻗﺎم
 أﻋﻄى
 
   اﻟكﺘﺐ    ﺧﺪﻣﺔ    اﻟﻤﻼﺑﺲ
   ﺣﺠ�ﺔ  اﻟﺼﻼة    اﻟﻤﺒﺎراة
     اﻟﻤﺠﻠﺔ    ﻓﺮﺻﺔ   ﻧﺠﺎح
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اﻟﺘﺮﻛﻴﺰ ﻋﻠى اﻟﻨﺎﺣﻴﺔ اﻟﺪﻻﻟﻴﺔ ﻣﻦ اﻟﺘﺮاﻛﻴﺐ. ﻓي  ﻓي اﻟﺘﻤﺮﻳﻨﻴﻦ اﻟﺘﺎﻟﻴﻴﻦ ﻳكﻮن
ﻳﻠﺠﺄ اﻟﻄﺎﻟﺐ إﻟى اﺳﺘﻌﻤﺎل رﺻﻴﺪ ﻟﻐﻮي ﻛي ﻳﺒﺤﺚ ﻋﻦ اﻟﻤﻔﺮدات اﻟﺘي ﺗﺘﻼزم ﻣﻊ  ․٣․٣․٥
اﻟﻤﻘﺘﺮﺣﺔ وﻳﺴﺘﻨﺘﺞ أن اﻟﻤﻔﺎﻋﻴﻞ اﻟﺘي ﺗﺘﻼزم ﻣﻊ "أﺳﺪى" ﺗﻨﺘﻤي إﻟى ﺣﻘﻞ  ﺔاﻷﻓﻌﺎل اﻟﺜﻼﺛ
دﻻﻟي ﻳﺪل ﻋﻠى ﻣﻌﻨى إﻳﺠﺎﺑﻲ، ﺑﻴﻨﻤﺎ ﺗﻠﻚ اﻟﻤﻔﺎﻋﻴﻞ اﻟﺘي ﺗﺘﻼزم ﻣﻊ "أﺿﻤﺮ" ﺗﻨﺘﻤي إﻟى ﺣﻘﻞ 
. أﺧﻴﺮا اﻟﻔﻌﻞ "أﻋﺮب" ﻫﻮ اﻷﻗﻞ ﺗﻘﻴﻴﺪا ﻓﺘﺘﻼزم ﻣﻌﻪ ﻣﻔﺎﻋﻴﻞ دﻻﻟي ﻳﺪل ﻋﻠى ﻣﻌﻨى ﺳﻠﺒﻲ
ﺑﻤﺎ ﻳﺴﻤى ﺑﺎﻟــﻌ�ﺮوض اﻟﺪﻻﻟي  ․٣․٣․٥ ﻏﻴﺮ ﺗﺎﺑﻌﺔ ﻟﺤﻘﻞ دﻻﻟي ﻣﻌﻴﻦ. وﻳﺮﺗﺒﻂ اﻟﺘﻤﺮﻳﻦ
اﻟﺬي ﻳﺪل ﻋﻠى "إﻣكﺎﻧﻴﺔ ﺑﻌﺾ ﻣﻔﺮدات اﻟﻠﻐﺔ ﻟﺠﺮ� ﻣﻌﺎﻧﻴﻬﺎ ﻓي  (ydosorp citnames)
: ٩٠٠٢ tebroC & nosrednA)اﻟﺴﻴﺎﻗﺎت اﻟﻤﻌﺘﺎدة إﻟى ﺳﻴﺎﻗﺎت ﺟﺪﻳﺪة أو أﻗﻞ ﺗﻜﺮارا" 
 )اﻟﺘﺮﺟﻤﺔ ﻟﻨﺎ(.( ٠٦
 ․٣․٣․٥
اﺑﺤﺚ ﻓي رﺻﻴﺪ ﻟﻐﻮي ﻋﻦ اﻟﻤﻔﺮدات اﻟﺘي ﺗﺘﻼزم ﻣﻊ اﻷﻓﻌﺎل اﻟﺘﺎﻟﻴﺔ. ﻣﺎذا  
 ﺗﻼﺣﻆ؟
 
 اﻟﻤﺘﻼزﻣﺎت )أﺳﻤﺎء( اﻟﻔﻌﻞ اﻟﻤﻼﺣﻈﺔ
 ﺷكﺮ... / ﻣﻌﺮوف / ﺧﺪﻣﺔ / ﻧﺼﻴﺤﺔ أﺳﺪى +
 ﺣﻘﺪ... / ﺳﻮء / اﻟﺸﺮ� / ﻛﺮاﻫﻴﺔ / ﺿﻐﻴﻨﺔ / ﻋﺪاء أﺿﻤﺮ ̶
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 ﺑﺎوﻻ ﺳﺎﻧﺘﻴﺎن
ﻳﺮى اﻟﻄﺎﻟﺐ أن اﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ ﺗﺘﺼﺮف ﻣﺜﻞ  ․٤․٣․٥ﻓي اﻟﺘﻤﺮﻳﻦ 
ﻛﺎﻣﻞ ﺑﻴﻦ ﺗﺮﻛﻴﺐ ﺷﺒﻪ اﻟﻠﻴكﺴﻴﻤﺎت اﻟﻤكﻮﻧﺔ ﻣﻦ ﻛﻠﻤﺔ واﺣﺪة ﻓﺒﻌﺾ اﻟﻤﺮات ﻫﻨﺎك ﺗﻄﺎﺑﻖ 
ﺑﺎﻟﻌﺮﺑﻴﺔ واﻟﻠﻐﺔ اﻷم ﻟﺪى اﻟﻄﺎﻟﺐ )ﻣﺜﻞ ﻣﺎ ﻳﺤﺪث ﺑﺎﻟﻤﺘﻼزﻣﺎت اﻟﻤكﻮﻧﺔ ﺑﻔﻌﻞ "ارﺗﻜﺐ"( 
ﺪﻳﺪة ﻓي اﻟﻠﻐﺔ اﻷم ﺑﻴﻨﻤﺎ ﻓي ﺑﻌﺾ اﻟﻤﺮات اﻷﺧﺮى ﻣﻔﺮد واﺣﺪ ﺑﺎﻟﻌﺮﺑﻴﺔ ﻟﻪ ﻣﻘﺎﺑﻼت ﻋ
 ﻟﻠﻄﺎﻟﺐ )وﻫي ﺣﺎﻻت اﻟﻔﻌﻞ "ﺿﺮب"(.
 ․٤․٣․٥
ﻻﺣﻆ أن اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﺑﺎﻟﻌﺮﺑﻴﺔ ﻻ ﺗﻄﺎﺑﻖ داﺋﻤﺎ ﺗﺮاﻛﻴﺐ إﺳﺒﺎﻧﻴﺔ ﻓﻴﻬﺎ أﻓﻌﺎل  
 رﻛﻴﺰة. 
ﻟﻠﺒﺤﺚ ﻋﻨﻬﺎ واﻣﻸ  ﺎﻟﻐﻮﻳ� ارﺻﻴﺪﹰ ﺄﻣﺜﻠﺔ أﺧﺮى؟ اﺳﺘﻌﻤﻞ�ﺑﻫﻞ ﺗﺴﺘﻄﻴﻊ أن ﺗﻔﻜﺮ 
 اﻟﺠﺪول ﺑﻬﺎ.
 
  اﻟﻌﺮﺑﻴﺔ اﻹﺳﺒﺎﻧﻴﺔ
 nu/nemirc nu retemoc
 otiled nu/odacep nu/rorre
 ﺗﺸﺎﺑﻪ ارﺗﻜﺐ ﺟﺮﻳﻤﺔ/ﺧﻄﺄ/إﺛﻤﺎ/ﺟﻨﺤﺔ
 nu repmor/olpmeje nu rad




  دع ﺗﺸﺎﺑﻪ ﺧﺎ أﺧﺬ ﺑﺮأﻳﻪ ed nóinipo al noc ratnoc
 
  اﻟﻌﺮﺑﻴﺔ اﻹﺳﺒﺎﻧﻴﺔ
 ﺗﺸﺎﺑﻪ  
 اﺧﺘﻼف  
   ع ﺗﺸﺎﺑﻪ ﺧﺎد  
 
 اﻟﺘﺮﺳﻴﺦ ﻓي اﻟﺪﻣﺎغ ․٤․٥
ﻧﻤﺎذج اﻟﺘﻤﺮﻳﻨﺎت  ﺎنﺘﺒﻌﻳاﻟﺘﻤﺮﻳﻨﺎن اﻟﻠﺬان ﻧﻘﺪﻣﻬﻤﺎ ﻣﻦ أﺟﻞ ﺗﺮﺳﻴﺦ ﻣﻔﻬﻮم اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة 
اﻟﺘي ﺗﺴﺘﻌﻤﻞ ﻟﺘﺮﺳﻴﺦ ﻣﻔﺮدات ﻣكﻮﻧﺔ ﻣﻦ ﻟكﺴﻴﻢ واﺣﺪ وﻫﻤﺎ ﺗﻤﺮﻳﻨﺎن ﻣﻦ اﻷرﺟﺢ أن ﻳﻘﻮم 
ﺎ ﻓي اﻟﺒﻴﺖ ﺑﻤﺴﺎﻋﺪة رﺻﻴﺪ ﻟﻐﻮي أو ﻗﺎﻣﻮس وأن ﻳ�ﺼﺤﺤﺎ ﻓي اﻟﺼﻒ ﻤاﻟﻄﻼب ﺑكﺘﺎﺑﺘﻬ
ﺔ اﻟﻤﺘﻌﻠﻘﺔ ﻣﺜﻼ ﺑﺸكﻞ وﺗﺼﺮﻳﻒ اﻟﻔﻌﻞ ﻓﺮﺻﺔ ﺷﺮح ﺑﻌﺾ اﻟﻨﻘﺎط اﻟﺮﺋﻴﺴ ﺘﺎذﻸﺳﻟﻟﺘﺘﺎح 
 ،٦ﺑﻤﺎ ﻳﺠﺐ أن "ﻳﻌﻄي" اﻷرﺟﻨﺘﻴﻨﻴﻮن ﻓي اﻟﺠﻤﻠﺔ رﻗﻢ  وأ ․١․٤․٥اﻟﻤﻨﺎﺳﺒﻴﻦ ﻟكﻞ ﺟﻤﻠﺔ 
 ․٢․٤․٥
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 اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻠﻨﺎﻃﻘﻴﻦ ﺑﻐﻴﺮﻫﺎ "ﺛﻘﻞ" اﻷﻓﻌﺎل وﺗﺄﺛﻴﺮه ﻓي ﻣﺠﺎل ﺗﺪرﻳﺲ
 ․١․٤․٥
 اﻟﻔﻌﻞ "اﺗﹼﺨﺬ" ﻳ�ﻌﺘﺒﺮ ﻣﻦ اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة اﻷﻛﺜﺮ اﺳﺘﻌﻤﺎﻻ.  
 ﻣﻦ ﺑﻴﻦ اﻟﻤﻔﺮدات اﻟﺘﺎﻟﻴﺔ ﺗﻠﻚ اﻟﺘي ﺗﺘﻼزم ﻣﻌﻪ.  ﺑﻤﺴﺎﻋﺪة رﺻﻴﺪ ﻟﻐﻮي أو ﻗﺎﻣﻮس اﺧﺘﺮ
 اﻟﻌﺒﺎرات اﻟﻨﺎﺗﺠﺔ ﻓي اﻟﻔﺮاغ اﻟﻤﻨﺎﺳﺐ ﺑﻌﺪ ﺗﺼﺮﻳﻒ اﻟﻔﻌﻞ ﺣﺴﺐ اﻟﺴﻴﺎق: ﺛﻢ ﺿﻊ
 + اﺗﹼﺨﺬ
 ﻣﺤﺎدﺛﺔ   ﻣﻔﺎوﺿﺎت    ﺗﺮﺗﻴﺒﺎت
 ﺳﺒﺎق     ﻣﺠﻼت    ذرﻳﻌﺔ 
 ﻣﻮﻋﺪ ﻗﺮارات  ﺳﻴﺎﺳﺔ   إﺟﺮاءات
 ﻃﺮﻳﻖ    اﺣﺘﻴﺎﻃﺎت     ﻣﻘﺮ� 
 
 ."ﻗﺎﻧﻮﻧﻴﺔ ﺿﺪ ﻣﺆﻟﻒ "ﻣﻬﻤﺔ ﻗﺘﻞ اﺑﻦ ﻻدن ____________________اﻟﺒﻨﺘﺎﺟﻮن ﻗﺪ  -١
 _____________ ﻟﺘﺪﺧﻞ دوﻟي ﻟﺤﻤﺎﻳﺘﻬﺎ.________ﺣﺮق اﻵﺛﺎر اﻟﻤﺼﺮﻳﺔ ﻗﺪ ___ -٢
 .اﻟﻤﻼﺋﻤﺔ واﻟﻀﺮورﻳﺔ ﻟﺘﻨﻔﻴﺬ ﺑﺮﻧﺎﻣﺞ اﻟﻌﻤﻞ___ ____ﻳﺠﺐ ﻋﻠى اﻟﻤﺪﻳﺮ أن _______ -٣
 __ اﻷﻣﻨﻴﺔ ﺳﻮاء ﻓي اﻟﻤﻠﻌﺐ أو ﺧﺎرﺟﻪ.____اﻟﻠﺠﻨﺔ اﻟﺘﻨﻈﻴﻤﻴﺔ ﻗﺎﻣﺖ ﺑـ______ ﻛﺎﻓﺔ _ -٤




اﻗﺮأ اﻟﺠﻤﻞ اﻟﺘﺎﻟﻴﺔ وﻗﺮ�ر ﻣﺘى ﻳ�ﺴﺘﺨﺪم اﻟﻔﻌﻞ "أﻋﻄى" ﻛﻔﻌﻞ رﻛﻴﺰة. ﻛﻴﻒ ﻋﺮﻓﺖ  
 أﻧﻬﺎ أﻓﻌﺎل ﺧﻔﻴﻔﺔ؟ 
 
 ﻗﻮﻳﺔ ﻟﻤﺒﻴﻌﺎت اﻹﺳﻤﻨﺖ ﻓي اﻟﻤﻐﺮب. ﻳﻌﻄي دﻓﻌﺔاﻟﺴكﻦ اﻟﻌﺸﻮاﺋي  -١
 ﻗﻮاﻋﺪ ﻻ ﺗﺪرﺳﻬﺎ ﻓي اﻟﻤﺪرﺳﺔ. ٠١و ﻳﻌﻄي ﻧﺼﻴﺤﺔ ﺑﻴﻞ ﺟﻴﺘﺲ -٢
 ﺑﺈﻋﺎدة ﻟﻴﻨﺪﺳي ﻟﻮﻫﺎن ﻟﻠﻨﺠﻮﻣﻴﺔ. ااﻟﻤﺨﺮج ﺗﺎرﻧﺘﻮ ﻳﻌﻄي وﻋﺪ -٣
  ﺟﺪﻳﺪا ﻟكﻞ اﻟﻤﻮﻇﻔﻴﻦ ﻓي وزارة اﻹﻋﻼن. ﻛﻤﺒﻴﻮﺗﺮ ﺟﻬﺎزﺷﺮﻛﺔ ﻣﻴكﺮوﺳﻮﻓﺖ  أﻋﻄﺖ -٤
 اﻟكﺎﻓي ﻟﻤﻄﺎﻟﺐ واﺣﺘﻴﺎﺟﺎت اﻟﻤكﺘﺒﺎت اﻟﻌﺮﺑﻴﺔ. ﻳﻌﻂ اﻻﻫﺘﻤﺎمﻟﻢ ﻫﺬا اﻟﺘﺼﻨﻴﻒ   -٥
 171 ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ وﺗﻌﻠﻤﻬﺎ
 
 ﺑﺎوﻻ ﺳﺎﻧﺘﻴﺎن
 اﻟﻔﻘﺮاء ﻋﻮﺿﺎﹰ ﻋﻦ اﻟﻤﺠيء إﻟى روﻣﺎ. أﻋﻄﻮاﺗﻮﺟﻪ اﻟﺒﺎﺑﺎ ﻟﻼرﺟﻨﺘﻴﻨﻴﻴﻦ ﺑﻘﻮﻟﻪ:  -٦
 ﺣﻖ ﺗﺸكﻴﻞ اﻷﺣﺰاب واﻟﺠﻤﻌﻴﺎت. ﻳﻌﻄﻴﻨﺎاﻷﻣﻦ اﻟﻘﻮﻣي  -٧
 ﻓﺮﺻ�ﺎ ﻟﻼﻧﺘﻘﺎم. ﺗﻌﻄﻴﻨﺎراﻣﻮس: ﻣﻦ ﺣﺴﻦ اﻟﺤﻆ أن ﻛﺮة اﻟﻘﺪم  -٨
 .اﻻﺧﺘﺒﺎر أﺳﺌﻠﺔ ﻳﻌﻄﻬﻢﻟﻢ  ﻃﻼب ﺛﺎﻧﻮﻳﺔ ﻳﻬﺪدون ﻣﺪرﺳﺎﹰ ﺑﺎﻟﻘﺘﻞ إن -٩
 ﻟﻼﺳﺘﻤﺮار.دﻓﻌﺔ  ﺗﻌﻄﻴﻨﺎﺗﻤﺮد: ﺗﺼﺮﻳﺤﺎت ﻣﺮﺳي  -٠١
 
 ﺧﺎﺗﻤﺔ  .٦
اﻟﺒﺤﺚ ﺗﺒﻴﻴﻦ ﻓﻮاﺋﺪ إدراج اﻟﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ اﻟﻤكﻮﻧﺔ ﻣﻦ ﻓﻌﻞ  ﻛﺎن اﻟﻐﺮض اﻟﺮﺋﻴﺴي ﻟﻬﺬا
ﻷﻧﻬﺎ ﺟﺰء أﺳﺎﺳي ﻟﻠﻤﻔﺮدات اﻷﻛﺜﺮ ذﻟﻚ رﻛﻴﺰة واﺳﻢ ﻓي دراﺳﺔ اﻟﻌﺮﺑﻴﺔ ﻟﻠﻨﺎﻃﻘﻴﻦ ﺑﻐﻴﺮﻫﺎ و
اﻟﻤﻨﻬﺞ اﻟﻤﻔﺮداﺗي(. وﺑﻤﺎ  ﺗﻜﺮارا وﺑﺎﻟﺘﺎﻟي ﻓي ﺗﻄﻮﻳﺮ اﻟكﻔﺎءة اﻟﺘﻮاﺻﻠﻴﺔ ﻟﺪى اﻟﻄﺎﻟﺐ )ﺿﻤﻦ
ﻘﺪ ﺑﺪأﻧﺎ ﻣﻦ ﺗﻌﺮﻳﻒ ﻓﻬﻮﻻ ﻟﺪى اﻟكﺜﻴﺮ ﻣﻦ اﻷﺳﺎﺗﺬة ﻳﺰال ﻣﺠ أن ﻣﻔﻬﻮم اﻟﻔﻌﻞ اﻟﺮﻛﻴﺰة ﻻ
ﻋﻠﻤي ﻟﻪ وﻣﻘﺎرﻧﺘﻪ ﺑﺎﻷﻓﻌﺎل ﻏﻴﺮ اﻟﺮﻛﻴﺰة ﻋﻠى اﻟﺼﻌﻴﺪ اﻟﺘﻄﺒﻴﻘي. ﺑﻌﺪ ذﻟﻚ رﻛﺰﻧﺎ ﻋﻠى ﺣﺎﻟﺔ 
اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﺑﺎﻟﻌﺮﺑﻴﺔ وﻋﻠى أﻫﻤﻴﺔ ﺗﻌﻠﻢ اﻟﺘﻌﺎﺑﻴﺮ اﻟﺜﺎﺑﺘﺔ ﻛكﻞ ﻏﻴﺮ ﻣﻨﻔﺼﻞ؛ وﺑﻐﺾ اﻟﻨﻈﺮ 
ﻳﺎ وأﻧﻪ ﻳﺼﻌﺐ ﺗﺤﺪﻳﺪه ﻻ ﺑﺪ ﻟﻸﺳﺘﺎذ ﻣﻦ ﻋﻦ ﻛﻮن ﻫﺬا اﻟﻨﻮع ﻣﻦ اﻟﺘﻌﺎﺑﻴﺮ ﻏﻴﺮ ﻣﻘﻴﺪ ﻗﻮاﻋﺪ
ﺑﺬل ﺟﻬﺪ ﻹدﻣﺎﺟﻬﺎ ﻓي اﻟﺪروس ﺑﻄﺮﻳﻘﺔ ﻇﺎﻫﺮﻳﺔ وﻣﻨﺘﻈﻤﺔ. أﺧﻴﺮا ﻗﺪ اﻗﺘﺮﺣﻨﺎ ﻣﺠﻤﻮﻋﺔ ﻣﻦ 
ﺘﻄﻠﺐ ﺑﻌﻀﻬﺎ وﻳ اﻟﺘﻤﺮﻳﻨﺎت اﻟﻨﻤﻮذﺟﻴﺔ ﻟﺘﻌﻠﻴﻢ اﻷﻓﻌﺎل اﻟﺮﻛﻴﺰة ﻓي درس اﻟﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى
ﻓي ﺗﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ.  ﺗﺰال ﻗﻠﻴﻠﺔ اﻻﺳﺘﻌﻤﺎل ﻴﺔ اﻟﺘي ﻻاﺳﺘﻌﻤﺎل اﻷرﺻﺪة اﻟﻠﻐﻮﻳﺔ اﻹﻟكﺘﺮوﻧ
رﻏﻢ ﻛﻮﻧﻬﺎ ﻗﻄﺮة ﻓي ﻣﺤﻴﻂ اﻟكﻔﺎءة –وﻧﺘﻤﻨى أن ﺗﻜﻮن اﻷﻣﺜﻠﺔ اﻟﻤﻘﺪﻣﺔ ﻓي ﻫﺬا اﻟﻤﻘﺎل 
ﻗﺪ ﺷﺠﻌﺖ أﺳﺎﺗﺬة اﻟﻌﺮﺑﻴﺔ ﻋﻠى ﺗﻄﺒﻴﻘﻬﺎ ﻓي دروﺳﻬﻢ وﻋﻠى اﺳكﺘﺸﺎف  –اﻟﻤﻌﺠﻤﻴﺔ
 إﻣكﺎﻧﻴﺎت اﻟﺒﻌﺪ اﻟﻤﻔﺮداﺗي ﻓي ﻋﻤﻠﻴﺔ اﻟﺘﺪرﻳﺲ.
 






 (٥: ٥٠٠٢ ،yenaeL)
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 (٦٧:  ٣١٠٢ ،iila te snaS)
 اﻟﻤﺮاﺟﻊ .٧
 اﻟﻤﺮاﺟﻊ ﺑﺎﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ․١․٧
؛ اﻟﺘﺮﺟﻤﺔ ١٠٠٢) دراﺳﺔ ... ﺗﺪرﻳﺲ ... ﺗﻘﻴﻴﻢاﻹﻃﺎر اﻟﻤﺮﺟﻌي اﻷوروﺑﻲ اﻟﻤﺸﺘﺮك ﻟﻠﻐﺎت: 
 ( دار إﻟﻴﺎس اﻟﻌﺼﺮﻳﺔ ﻟﻠﻄﺒﺎﻋﺔ واﻟﻨﺸﺮ.٨٠٠٢إﻟى اﻟﻌﺮﺑﻴﺔ: 
( "ﺗﺼﻨﻴﻒ ﻣﺠﺪﱠد وﻣﺠﺪﱢد ﻟﻠﻤﺘﻼزﻣﺎت اﻟﻠﻔﻈﻴﺔ اﻟﻌﺮﺑﻴﺔ" ﻓي ٤١٠٢ﺳﺎﻧﺘﻴﺎن ﻏﺮﻳﻢ، ﺑـ. )
ﺪ اﻟﺮﺣﻴﻢ ود. ﻣﻨﺘﺼﺮ أﻣﻴﻦ ﻋﺒ .إﻋﺪاد د )اﻟﺠﺰء اﻟﺜﺎﻧي( اﻟﻌﺮﺑﻴﺔ: ﻗﻀﺎﻳﺎ وآﻓﺎق
ﺳﻠﺴﻠﺔ اﻟﻤﻌﺮﻓﺔ اﻟﻠﺴﺎﻧﻴﺔ، اﻷردن: دار ﻛﻨﻮز اﻟﻤﻌﺮﻓﺔ.  ﻋﻠﻮي. ﺣﺎﻓﻆ إﺳﻤﺎﻋﻴﻠي
 .٦٢٣ – ٧٩٢ .ص
 اﻟﻤﺮاﺟﻊ ﺑﻠﻐﺎت ﻏﻴﺮ اﻟﻌﺮﺑﻴﺔ ․٢․٧
 .aroproC enilnO htiw hsilgnE gnirolpxE )9002( ttebroC .J & .W ,nosrednA
  .nalliMcM evarglaP :kroY weN
-tuoR :kroY weN .cibarA ni sllikS gnitirW gnipoleveD )3102( .T ,romA neB
  .egdel
 scitsiugniL ni srepaP gnikroW dravraH ,”elgnuj brev thgil ehT“ )3002( .M ,ttuB
 ]4102/40/02 :deveirteR[ gHhIRt/lg.oog//:ptth ;94-1 .pp ,9
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ﺲﻳرﺪﺗ لﺎﺠﻣ يﻓ هﺮﻴﺛﺄﺗو لﺎﻌﻓﻷا "ﻞﻘﺛ" ﺎﻫﺮﻴﻐﺑ ﻦﻴﻘﻃﺎﻨﻠﻟ ﺔﻴﺑﺮﻌﻟا ﺔﻐﻠﻟا 
———— (1995) The Structure of Complex Predicates in Urdu. Stanford, Cali-
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A Corpus of  Learner Arabic Texts — a Tool for 
Linking the Teaching of  Arabic to the CEFR   
TSVETOMIRA PASHOVA 
Sofia University ~ tsveta_pashova@yahoo.com   
1. Introduction 
This paper presents the ongoing work for the development of an Arabic 
learner corpus, produced by native speakers of Bulgarian. The work is part 
of a longitudinal project for the development of electronic resources for 
teaching Arabic at Sofia University1. In addition to the learner corpus, the 
resources comprise a corpus of original Arabic texts and a parallel 
Arabic/Bulgarian corpus. The main purpose of building the corpora is to 
use them as a source of linguistic information for developing reference 
level descriptions for Arabic, which is a precondition for linking the 
teaching and assessment of Arabic to the Common European Framework 
of Reference for Languages (CEFR). 
Before describing the Sofia Arabic Learner Corpus (SALC), I will 
present in short the concept of learner corpus, some methods of analysis 
and applications of the results.    
2. Learner corpora 
Learner corpora are collections of texts in a language produced by learners 
of this language. They are a valuable resource for investigating the way 
learners use the second/foreign language L2 in the process of acquiring it. 
Modern second language acquisition   research considers the language of 
learners a developing variant of the L2. Selinker (1972) coins the term 
interlanguage (IL) for this developing variant. Ellis and Barkhuizen (2005: 
1 The project is financially supported by the Fund for Scientific research at Sofia 
University (contracts 99/2010, 128/2011, 199/2012). 
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54) identify the following central premises of IL theory: 
▪ A learner’s IL constitutes a system: there are regularities apparent 
in the learner’s use of L2; 
▪  A learner’s IL is permeable: it is easily penetrated by new linguistic 
forms because it is incomplete and unstable; 
▪ A learner’s IL is transitional: it involves restructuring and passing 
through a series of developmental stages; 
▪ A learner’s IL is variable: it includes different forms of a structure 
at any one stage, depending on factors such as availability of time 
for planning; 
▪ A learner’s IL is the product of general learning strategies: L1 
transfer, over-generalization, simplification, etc.; 
▪ A learner’s IL may fossilize: the learner may stop developing it at a 
particular stage.  
The IL of a learner or a group of learners manifests itself in the texts they 
produce. 
 
2.1. Method of  analysis and applications 
Learner texts have long been used as empirical basis for generalizations in 
the fields of second language acquisition, teaching and assessment. One of 
the first methods of analysis applied to learner L2 texts is Error Analysis 
(EA). Ellis and Barkhuizen (2005: 57) follow Corder (1974) in distingui-
shing five steps in conducting EA: collection of a sample of learner 
language; identification of errors; description of errors; explanation of 
errors; evaluation of errors.  
Granger points to drawbacks of traditional EA such as “decontex-
tualization of errors, disregard for learners’ correct use of the language and 
non-standardized error typologies”, but she is convinced that today’s 
Computer-aided Error Analysis (CEA) has overcome these drawbacks 
because it 
investigates contextualised errors: both the context of use and 
the linguistic context (co-text) is permanently available to the 
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analyst; erroneous occurrences of a linguistic item can be 
visualised … alongside correct instances; and error tagging is 
standardized… (Granger 2002: 14)  
The use of electronic corpora in EA has at least two other important 
advantages: (a) the big amount of text in an electronic corpus makes pos-
sible the application of quantitative research methods; and (b) the possi-
bility for conducting automatic searches makes the investigation less labor-
intensive.  
The error analysis of a learner corpus may disclose characteristics of 
the IL related to its three main dimensions: 
(A) The system dimension: formal characteristics of the elements 
and structures of the linguistic system and systemic form-function corre-
lations; 
(B) The usage dimension: frequency and contexts of use of the lan-
guage elements and structures; 
(C) The developmental dimension: how the system and the usage 
dimensions change through time.  
The EA of learner corpora is an important source of empirical 
generalizations for curriculum design and language testing. Curriculum 
design can benefit from both native corpora and learner corpora. If the 
study of native corpora provides information about the frequency of 
words and constructions in contemporary usage, the study of learner 
corpora provides information about the most problematic language 
elements for learners. Both factors should be taken into consideration, or, 
in Meunier’s words, “it is important to strike a balance between frequency, 
difficulty and pedagogical relevance” (Meunier 2002: 123). In addition, 
learner corpus research makes it possible to take into account the learners’ 
mother tongue and hence provide more focused and appropriate teaching. 
For language testing, and especially language proficiency testing, EA 
is important as a source of information about the characteristics of the 
process of acquisition and its stages. An illuminating example of applying 
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learner corpus analysis in connection with proficiency levels research in a 
European context is the English Profile Programme (EPP). This is a 
project aimed at developing reference level descriptions (RLD) for En-
glish. As stated in the programme booklet, “the CEFR is language neutral. 
It is designed to work for all languages. The English Profile Programme, 
led by the University of Cambridge, has set out to describe what the Fra-
mework means in detail for English. The description comes in the form of 
reference level descriptions.”   
The concept of RLD is elaborated in the Guide for the Production 
of Reference Level Descriptions for National and Regional Languages, 
published by the Council of Europe in 2005. The purpose of RLD is to 
“specify the levels of the CEFR for a given national or regional language.” 
And ‘specify’ means here “to transpose the framework descriptors that 
characterize the competences of users/ learners (at a given level) in terms 
of linguistic material specific to that language and considered necessary for 
the implementation of those competences” (RLD 2005: 3-4).         
In the framework of the EPP, the Cambridge Learner Corpus was 
used for the identification of the ‘criterial features’ of RLD for English. 
Hawkins and Buttery (2010: 2) explain the concept of criterial features and 
how they can be identified through an analysis of the IL of learners of 
English with different L1s:  
The basic intuition behind the criterial feature concept is that 
there are certain linguistic properties that are characteristic and 
indicative of L2 proficiency at each level, on the basis of 
which examiners make their practical assessments... If we can 
make the distinguishing properties explicit … then we will 
have identified a set of linguistic features which provide the 
necessary specificity to CEFR’s functional descriptors for each 
of the proficiency levels (Hawkins & Buttery 2010: 2). 
Hawkins and Buttery emphasize that not only acquired but also not 
still acquired properties of the L2 have to be taken into account, as well as 
the usage distribution of the acquired properties. Thus, there are four types 
of criterial features (Hawkins & Buttery, 2010: 5): 
182 Arabele12 
 
A CORPUS OF LEARNER ARABIC TEXTS – A TOOL FOR LINKING THE TEACHING … 
 
▪ Positive linguistic properties are correct properties of English that 
are acquired at a certain L2 level and that generally persist at all 
higher levels; 
▪ Negative linguistic properties are incorrect properties or errors that 
occur at a certain L2 level with a characteristic frequency; 
▪ Positive usage distributions for a correct property of L2 match the 
corresponding distribution for native speaking (i.e. L1) users of the 
L2; 
▪ Negative usage distributions for a correct property of L2 do not 
match the distribution of native speaking (i.e. L1) users of the L2. 
In addition to criterial features that hold regardless of the L1 of the 
learner, a set of ‘L1-specific criterial features can be identified. They will be 
manifestations of one of the same four possible types, but will hold only 
for native speakers of a particular L1 or set of L1s (2010: 7). 
2.2. Corpus design 
The term “corpus design” means choosing the texts to be added to the 
corpus by taking into consideration different external features that may ha-
ve an effect on the internal, linguistic features of the texts.  Granger (1998: 
7-9, following Ellis 1994), distinguishes between language-related and lear-
ner-related features:  
(A) Language related features: 
▪ Medium: the texts may be written or spoken. 
▪ Text type/genre: the texts may be descriptive, narrative, argumen-
tative, etc. 
▪ Text topic: the texts may be on one or on different topics; the 
topics may be general or specialized. 
▪ Task setting: the task may be timed or untimed; it may be part of 
an exam, class work, or homework; while completing the task, the 
student may or may not have access to reference tools.  
(B) Learner related features: 
▪ Age. 
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▪ Mother tongue. 
▪ Other foreign languages. 
▪ Proficiency level: the proficiency level may be defined by external 
(e.g. year of study) or internal criteria. 
▪ Learning context: the L2 may be studied as a second or as a foreign 
language. 
▪ Practical experience.                
The choice of specific values of the different features depends on 
the purpose for which the corpus is developed.  
2.3. Linguistic annotation 
Error annotation is the most important type of linguistic annotation for a 
learner corpus, though it may be also lemmatized, POS-tagged and parsed 
like a corpus of native speakers’ texts. An error annotation system is 
characterized by the values of at least three basic features: 
(A) How are the errors classified?  
▪ by linguistic level, e.g. lexis, syntax, etc.;  
▪ by target modification, e.g. wrong form, missing form, etc.; 
▪ by source of error, e.g. L1 transfer; 
▪ or by some other feature. 
(B) Where are the tags situated?  
▪ attached alongside errors; 
▪ do not interrupt the text. 
(C) Is a reconstruction of the erroneous language added? If yes, 
where - inside or outside the learner text? 
Luedeling et al. (2005) term models, in which error tags and correc-
tions are inserted into the learner text, ‘flat annotation models’ and models, 
in which error tags and corrections do not interrupt the learner text, 
‘standoff annotation models’. Learner corpora such as ICLE (International 
Corpus of Learner English) and FRIDA (French Interlanguage Database) 
use a flat annotation system (see Granger, 1998 and 2003). An example of 
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a standoff annotation is FALCO (Fehlerannotiertes Lernerkorpus), deve-
loped by Luedeling and her associates (see Luedeling et al. 2005).  
3. Sofia Arabic Learner Corpus (SALC) 
3.1. Design  
SALC can be described in accordance with the enumerated above basic 
features of a learner corpus:  
(A) Language related parameters: 
▪ Medium: written language. 
▪ Text type: narration, description, argumentation.   
▪ Topic: different non-specialized topics. 
▪ Task setting: untimed; home work; access to reference tools.  
(B) Learner related parameters: 
▪ Age: 20-25 years. 
▪ Mother tongue: Bulgarian. 
▪ Other foreign languages: all students come from secondary schools 
with an intensive teaching of a European language: English, 
German, French, or Spanish. 
▪ Proficiency level: low intermediate, intermediate, low advanced 
(2nd, 3rd and 4th year in a BA program of Arabic Studies respec-
tively).   
▪ Learning context: foreign language. 
▪ Practical experience: none as a rule, to the exclusion of some stu-
dents in the 4th grade that have studied for a year in an Arabic 
country.  
For two academic years now I have collected about 40 000 words of 
text. The amount is relatively small, but this is due to the small number of 
students, and to the fact that not all of them accomplish all tasks. From the 
beginning of the current academic year I began collecting texts written in 
class and as part of an exam.  
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3.2. Error annotation 
The error annotation system I have devised for SALC is of the standoff 
type. The system comprises two error tagsets (TS) and two target hypothe-
ses (TH). In this respect it follows the model applied in FALCO, as 
described in Luedeling et al. (2005), Luedeling (2011), and Reznicek et al. 
(in press). One of the TSs is used for marking sentence-level errors and the 
other one for marking text-level errors. The two types differ as to the 
scope of text segment necessary for identifying the error – the sentence 
containing the erroneous element, or a wider context.   
An example of an error that cannot be identified in the boundaries 
of the sentence would be the position of a time adverbial. If the function 
of the adverbial is to signal change of the time setting in a narrative, it 
should be placed at the beginning of the sentence, or more precisely, in 
front of it. If, on the other hand, the adverbial is part of the information 
focus of the sentence, it should be placed after the topical component of 
that sentence.  
The purpose of dividing the tags for the two types of error into two 
TSs is to produce two THs, the first one as  a result of correcting the 
sentence-level errors and the second one as a result of correcting the text-
level errors. Each TH follows a specific strategy of error correction: TH1 
stays “as close to the learner surface structure as possible” whereas TH2 
reflects “as much of the learners’ intention in the utterance as possible” 
(Reznicek et al. in press).  
The standoff annotation model combined with two target hypo-
theses neutralizes to a great extent a drawback of EA that has been poin-
ted out by many researchers, i.e. the subjectivity in correcting the errors, 
especially the text-level ones. With this model different error tags and 
target hypotheses, especially TH2, may be added to the same corpus.  
On a second level of the taxonomy, the sentence-level errors are 
subdivided into non-target forms, non-target form-function correlations, 
and non-target distributions. As for the text-level errors, they can be either 
non-target form-function correlations, or non-target distributions. The 
forms and form-function correlations on sentence level are codified syn-
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tactic and semantic rules. This is not the case, however, for the form-func-
tion correlations on text level and the distributions on both levels. They 
represent non-codified, probabilistic norms. It is these norms that allow a 
greater degree of subjective interpretation in the process of analysis and 
correction. The distinction between deviations from absolute rules and 
from probabilistic norms reflects the two dimensions of the learners’ IL, 
mentioned above – the system dimension and the usage dimension.  
Thus the error annotation system I use has two crosscutting 
dimensions (see Table 1). Such a system is supposed to make possible the 
account for a maximally wide spectrum of deviations from the way native 
speakers use their language. As for the developmental dimension of the IL, 
this error annotation system allows for comparing the speed with which 
learners overcome the different deviation types, and for identifying 
possible boundaries which we usually call proficiency levels.   
 






 Form-function correlations 
Distribution 
Table 1. Dimensions of error annotation system. 
 
The individual error tags were specifically devised for SALC, taking 
into account two factors: (a) the system of Literary Arabic ( ﺔﻴﺑﺮﻌﻟا ىﺤﺼﻔﻟا ) 
and the norms of its use as manifested in modern written Arabic texts, and 
(b) the errors attested in the texts produced by my students.  
As for the technical aspect of correction and annotation and, I use at 
present Microsoft Excel, adding all the texts written from students in the 
same year of the BA program in Arabic Studies to one Excel sheet, in one 
column, each clause on a separate row. In the columns to the left I insert 
first the sentence-level error tags, then TH1, then the text-level error tags, 
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and at the end TH2. Thus both THs and both TSs are vertically aligned 
with the original student text. The error TSs and an example of an anno-
tated text can be seen in Appendix 1 and Appendix 2, respectively. 
Though all the texts had been corrected in the course of teaching, 
only a small part is currently annotated with the newly developed error 
tags. The ongoing work for annotating the texts, as well as the addition of 
new texts, will probably result in the identification of new errors which 
may bring not only about extension of the TSs, but also about some 
modifications. 
4. Prospects for future work  
As stated above, the learner corpus of texts written in Arabic by Bulgarian 
native speakers is being constructed in order to be used for the 
development of RLDs for Arabic. After extending the corpus and speci-
fying the error classification, the learner corpus will be used, together with 
a native corpus, for identifying the criterial features of the CEFR levels for 
Arabic. This means identification of the positive and negative linguistic 
properties and usage distributions on each level, as defined by the “can 
do” descriptors in the CEFR scales. 
Maybe some of the negative criterial features, or errors, will be L1 
specific, i.e. such that only Bulgarian learners would make, due to systemic 
or distributional contrasts between the two languages. But  I expect that a 
considerable part of the errors will be characteristic for speakers of a big-
ger number of L1s, if the latter differ in the same way from Arabic, or 
even general, if the errors are due to structural complexity of the L2 lin-
guistic element. Thus, if unified with other corpora, SALC may be used for 
developing non-L1 specific RLDs for Arabic. 
The RLDs for Arabic will describe the formal, functional and 
distributional aspects of the language elements that should be acquired on 
a certain level in order for the learner to be able to perform certain com-
municative tasks. The RLDs can be used as a basis for the development of 
curricula, course books, testing materials. And most importantly, the RLDs 
will become a unifying criterion for applying the proficiency level concept, 
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especially in its CEFR variant, to teaching Arabic as a foreign language and 
to testing proficiency in Arabic. 
5. Appendix 1. Error tags 
5.1. Sentence-level non-target elements 
5.1.1. Non-target forms.  







 اﺬﻫ يﻓقﺎﻴﺼﻟا 
 ةﺮﻜﻓﺔﻴﺣﻮﺘﺴﻣ ﻦﻣ... 
اﺮﻴﺜﻛ اﻮﻠﻤﻌﻳ ﻢﻫ 
Noun +Noun Article of first noun 





Quantifier+Noun Article of second 
noun 





Dem.pronoun+Noun Article of noun 
Position of 
dem.pron. 
<DPrN-Art>  ﺐﻟﺎﻃ اﺬﻫ ﻻتاﺮﺿﺎﺤﻤﻟا ﺮﻀﺤﻳ 





<DPrNN-Pos> اﺪﺟ ﺔﻠﻴﻤﺟ نﻮﻤﻴﻠﻟا ةﺮﺠﺷ هﺬﻫ 
Noun/Adjective+Prep 
+Noun 
Preposition <NPrepN-Prep> هدﻮﻬﺟ ىﻠﻋ ﺔﺠﻴﺘﻨﻟا 
Quantifier+Prep+Noun Article of noun 
Case of second noun 
<QPrepN>Art> 
<QPrepN-Case> 
ﻦﻴﻨﻃاﻮﻣ ﻦﻣ ﺮﻴﺜﻛ 
نﻮﻨﻃاﻮﻤﻟا ﻦﻣ ﺮﻴﺜﻛ 








نوﺮﻴﺜﻛ ءﺎﻗﺪﺻأ ﻊﻣ 







يﻨﺒﺠﻌﺗ ﻻ يﺘﻟا ﺔﻳﺪﻫ ىﻠﻋ ﺖﻠﺼﺣ 
ﺎﻬﺑ ﻢﻠﺣأ ﺖﻨﻛ ﺔﻳﺪﻬﻟا ىﻠﻋ ﺖﻠﺼﺣ 
... ناﺬﻠﻟا ﻦﻴﻠﺟ�ﺮﻟا ﻦﻣ ﻞﻔﻄﻟا بﺮﻫ 
 ﻦﻳﺬﻟا مﻼﻓﻷا... 
Numeral + Noun 
 
Gender of numeral 
Number of noun 




تﺎﻨﺑ ﺔﺛﻼﺛ ،ﺐﺘﻛ ثﻼﺛ 
تﺎﻨﺑ ةﺮﺸﻋ ﺲﻤﺧ 
ﺎﺒﻟﺎﻃ ﺔﺋﺎﻣ 
Numeral+Prep+Noun Agreement <NumPrepN-Agr> ﻞﻛﺎﺸﻤﻟا ﻦﻣ ﺪﺣاو 
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Linguistic element Formal feature Tag Example 




Mood of second 
verb 








 نأ اوؤﺪﺑ ،نوروﺰﻳ ﻢﻬﻨكﻤﻳ ﻻ
اوروزﺮﻳ 
 �ترز نأ �تدرأ 
 ﱡﺪﻌﺘﺴﺗ ﹺتأﺪﺑ 
 ﱡﺪﻌﺘﺴ�ﻳ �تأﺪﺑ 
ل ﺪﻌﺘﺴﺗ نأﺪﺑ 




Position of V (1/2) 
Agreement VPred 
with S  
Case marking of S 








...ﺪﻋو ﺔﻴﻟﺎﻤﻟا ﺲﻴﺋر ﻦﻴﻣﻮﻳ ﻞﺒﻗ 
...ﺔﻣﻮكﺤﻟا ﻦﻴﻨﻃاﻮﻤﻟا ﺐﻟﺎﻃ 
...نﻮﻨﻃاﻮﻤﻟا ﺔﻣﻮكﺤﻟا ﺖﺒﻟﺎﻃ 
...لﻮﻬﺠﻤﻟا ﻞﺟﺮﻟا ىﻟإ ﺖﺑﺮﺘﻗا 
Clause with complex 
verbal predicate 
Position of Vlex <Clv-Vlex-Pos> ...ىﻠﻋ ﺪﻟﻮﻟا ﺲﻠﺠﻳ نﺎﻛ 























...�تأﺮﻗ يﺬﻟا بﺎﺘكﻟا 
...ﺎﻬﺗأﺮﻗ يﺬﻟا بﺎﺘكﻟا 
 ...�ﺖﻓﺮﻌﺗ يﺘﻟا ىﻠﻋ ةﺎﺘﻔﻟا 
Subordinate clause 
introduced by ’anna or a 
conjunction comprising it 
Position of the topic 









...ـﺑ ﺔﻴﻟﺎﻤﻟا �ﺮﻳزو ﹶﺪﻋو ﹼنأ 
...مﺎﺣدزا ﺔﻨﻳﺪﻤﻟا ﺰﻛﺮﻣ يﻓ ﹼنأ 
...اﺪﻳﺪﺟ ﺎﺑﺰﺣ ﺲﺳﺄﺗ ﹼنأ 
...ـﺑ ﺔﻴﻟﺎﻤﻟا ﺮﻳزو ﺪﻋو ﻪﹼﻧأ 
Subordinate clause 
introduced by a 
conjunction comprising ﺎﻣ 
Position of the verb 
Missing auxiliary 
verb in a clause with 




...نﻮﺠﺘﺤﻳ نﻮﻨﻃاﻮﻤﻟا ﺎﻣﺪﻨﻋ 
ﺔﻴﻟﺎﻋ ﺔﻟﺎﻄﺒﻟا ﺔﺒﺴﻧ ﺎﻣﺪﻨﻋ 
 
5.2. Non-target correlations between form and function. 
Linguistic element Function Tag Example 
Word Concept <Word≠Concept> ﻦﻴكﺴﻟﺎﺑ ﻢﺤﻠﻟا ﺺﻗ 
Article Generic or specific 
meaning 
<Art≠Gen/Spec> ﺎكﻤﺳ ﺐﺣأ ﻻ 
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5.3. Non-target distributions. 
Less common More common Tag Example 
Noun + Prep + Noun Noun + Noun <NPN→NN>  يﺘﻘﻳﺪﺼﻟ ﺪﻳﺪﺠﻟا نﺎﺘﺴﻔﻟا←  
نﺎﺘﺴﻓ ﺪﻳﺪﺠﻟا يﺘﻘﻳﺪﺻ 




 ةﺪﺋﺎﻤﻟا لﻮﺣ ﻦﺴﻠﺠﻳ يﺗاﻮﻠﻟا ءﺎﺴﻨﻟا← 
ةﺪﺋﺎﻤﻟا لﻮﺣ تﺎﺴﻟﺎﺠﻟا ءﺎﺴﻨﻟا 
Subordinate ’an clause Non-finite verbal 
noun clause 
<AnCl→VNCl>  ﻢﻬﺘﻠﻄﻋ اﻮﻠﺟﺆﻳ نأ باﻮﻨﻟا رﺮﻗ←  
ﻢﻬﺘﻠﻄﻋ ﻞﻴﺟﺄﺗ باﻮﻨﻟا رﺮﻗ 
 
5.4. Text-level non-target elements 
5.4.1. Non-target correlation between forms and 
functions. 
Linguistic element Function Tag 
Referring expression Object reference <RefExpr≠ObjectRef> 
Verbal tense Time reference <VTense≠TimeRef> 















Connective Textual relation <Conn≠TextRel> 
 
5.5. Non-target distributions. 
Less common More common Tag 
No connective Connective <NoConn→Conn> 
Clausal coordination Clausal subordination <Coord→Subord> 
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 txet lanigirO level-ecnetnes
ﻟﻴﺲ ﻣﻦ اﻟﺴﻬﻞ 
ﻣﺸﺎﻫﺪة اﻷﻓﻼم اﻟﺘي 
ﺗﻌﺮض ﻟﻚ أﻋﻤﺎل 
ﻋﻨﻒ ﺿﺪ اﻟﻨﺴﺎء أو 
اﻟﺰوﺟﺔ ﻓي اﻷﺳﺮة أو 
 ﺿﺪ أوﻻدﻫﺎ. 
ﻟﻴﺲ ﻣﻦ اﻟﺴﻬﻞ   
ﻣﺸﺎﻫﺪة اﻷﻓﻼم اﻟﺘي 
ﺗﻌﺮض ﻟﻚ أﻋﻤﺎل 
ﻋﻨﻒ ﺿﺪ اﻟﻨﺴﺎء أو 
اﻟﺰوﺟﺔ ﻓي اﻷﺳﺮة أو 






 اﻟﺴﻬﻮلﻟﻴﺲ ﻣﻦ 
اﻟﺬﻳﻦ ﻣﺸﺎﻫﺪة اﻷﻓﻼم 
ﺿﺪ  ﻋﻨﻒﻟﻚ  ﻳﺸﻴﺮ
اﻟﻨﺴﺎء أو اﻟﺰوﺟﺔ ﻓي 
 اﻷﺳﺮة أو ﺿﺪ أوﻻدﻫﺎ. 
ﺑﻌﺪ ﻣﺸﺎﻫﺪة ﻣﺜﻞ ﻫﺬا 
اﻟﻔﻠﻢ ﺗﻘﻮل 
ﻟﻨﻔﺴكﻚ: "ﻟﻦ 
ﻳﺤﺪث ﻫﺬا اﻷﻣﺮ ﻓي 
 أﺳﺮﺗي اﺑﺪا.
ﻫﺬا ﺑﻌﺪ ﻣﺸﺎﻫﺪة   >feRjbO≠rpxEfeR<
ﺗﻘﻮل  اﻟﻔﻠﻢ
ﻟﻨﻔﺴكﻚ: "ﻟﻦ 
ﻳﺤﺪث ﻫﺬا اﻷﻣﺮ 
 ﻓي أﺳﺮﺗي اﺑﺪا.
  >lfnI-droW<
 >perP-O-vlC<
ﺑﻌﺪ ﻣﺸﺎﻫﺪة ﻫﺬا اﻟﻔﻠﻢ 
"ﻟﻦ  ﺗﻘﻞ ﻋﻠﻴﻚ:
ﻳﺤﺪث ﻫﺬا اﻷﻣﺮ ﻓي 
 أﺳﺮﺗي اﺑﺪا.
واﺣﺪة ﻣﻦ اﻟﻤﺸﺎﻛﻞ 
اﻷﺳﺎﺳﻴﺔ ﻫي ﺗﻌﺎﻃي 
اﻟﻤﺨﺪرات 
 واﻟكﺤﻮل. 
واﺣﺪة ﻣﻦ اﻟﻤﺸﺎﻛﻞ   







ﻣﻦ اﻟﻤﺸﺎﻛﻞ  واﺣﺪ




اﻟﺸﺒﺎب أو اﻟﺰوج 
اﻟﻤﺨﺪرات أو 
 اﻟكﺤﻮل 
ﻋﻨﺪﻣﺎ ﻳﺘﻌﺎﻃى ٠ >nnoC→nnoCoN<
اﻟﺸﺒﺎب أو اﻟﺰوج 
اﻟﻤﺨﺪرات أو 
 اﻟكﺤﻮل 
ﻋﻨﺪﻣﺎ ﻳﺘﻌﺎﻃى اﻟﺸﺒﺎب   
أو اﻟﺰوج اﻟﻤﺨﺪرات أو 
  اﻷﻟكﻮﻫﻮل
ﻳﺠﻌﻠﻬﻢ ﻫﺬا ﻓي ﺣﺎﻟﺔ 
اﻟﻬﻴﺠﺎن ﻓﻴﺘﻬﺠﻤﻮن 
ﻋﻠى أﺑﻮﻳﻬﻢ أو 
 ﻧﻔﺴﻬﻢ أﺣﻴﺎﻧﺎ. 
 >feRemiT≠esneTV<
 >leRtxeT≠nnoC<
اﻟﻤﺨﺪر )أو  ﺟﻌﻠﻬﻢ
اﻟكﺤﻮل( ﻓي ﺣﺎﻟﺔ 
 وﺗﻬﺠﻤﻮااﻟﻬﻴﺠﺎن 
ﻋﻠى أﺑﻮﻳﻬﻢ أو 
 ﻧﻔﺴﻬﻢ أﺣﻴﺎﻧﺎ. 
  >rgA-SderPV-vlC<
 >esaC-O-vlC<
ﺟﻌﻠﻬﻢ اﻟﻤﺨﺪر )أو 
( ﻓي ﺣﺎﻟﺔ اﻷﻟكﻮﻫﻮل
ﻋﻠى  وﺗﻬﺠﻢاﻟﻬﻴﺠﺎن 
أو ﻧﻔﺴﻬﻢ  أﺑﻮاﻧﻬﻢ
 أﺣﻴﺎﻧﺎ. 
ﻫﺬه اﻟﺤﺎدﺛﺔ ﺗﺘﺮك 
آﺛﺎرا ﻛﺒﻴﺮة ﻋﻠى 
 اﻷﺳﺮة 
 ﺗﺘﺮك ﻫﺬه اﻟﺤﺎدﺛﺔ >tcnuFfnI≠pmoCsoP<




 آﺛﺎرﺗﺘﺮك ﻫﺬه اﻟﺤﺎدﺛﺔ 
 اﻷﺳﺮة  ﻓﻮقﻛﺒﻴﺮة 
 وﺗﺘﻐﻴﺮ ﺣﻴﺎﺗﻬﺎ داﺋﻤﺎ.    ﺗﺘﻐﻴﺮ ﺣﻴﺎﺗﻬﺎ داﺋﻤﺎ. و >leRtxeT≠nnoC< ﻓﺘﺘﻐﻴﺮ ﺣﻴﺎﺗﻬﺎ داﺋﻤﺎ. 
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اﻟﻤﺸكﻠﺔ اﻷﺳﺎﺳﻴﺔ 
اﻷﺧﺮى ﻫي اﻟﻌﻨﻒ 
ﺿﺪ اﻷﺳﺮة 
وﺧﺼﻮﺻﺎ ﺿﺪ 
 اﻟﺰوﺟﺔ و أوﻻدﻫﺎ. 
اﻟﻤﺸكﻠﺔ اﻷﺳﺎﺳﻴﺔ   
اﻷﺧﺮى ﻫي اﻟﻌﻨﻒ 
ﺿﺪ اﻷﺳﺮة 
وﺧﺼﻮﺻﺎ ﺿﺪ 





ﺿﺪ  ﻋﻨﻒاﻷﺧﺮى ﻫي 
اﻷﺳﺮة وﺧﺼﻮﺻﺎ ﺿﺪ 
 اﻟﺰوﺟﺔ و أوﻻدﻫﺎ. 
ﻳﺘﻬﺠﻢ اﻟﺰوج ﻋﻠى 
 زوﺟﺘﻪ 
ﻳﺘﻬﺠﻢ اﻟﺰوج ﻋﻠى   
 زوﺟﺘﻪ 
ﻳﺘﻬﺠﻢ اﻟﺰوج ﻋﻠى   
 زوﺟﺘﻪ 
ﻋﻨﺪﻣﺎ ﻳكﻮن ﻏﺎﺿﺒﺎ 
أو ﺳكﺮان أو ﻓي ﺣﺎﻟﺔ 
 اﻟﻬﻴﺠﺎن. 
ﻋﻨﺪﻣﺎ ﻳكﻮن ﻏﺎﺿﺒﺎ   
أو ﺳكﺮان أو ﻓي 




أو  ﻫﻮ ﻣﻐﻀﺐﻋﻨﺪﻣﺎ 
ﺳكﺮان أو ﻓي ﺣﺎﻟﺔ 
 اﻟﻬﻴﺠﺎن. 
ﻓﻠكي ﺗﺪاﻓﻊ اﻟﺰوﺟﺔ 
 ﻋﻦ ﻧﻔﺴﻬﺎ واﻷوﻻد، 
 >leRtxeT≠nnoC<
 >feRjbO≠rpxEfeR<
 ٠ﻟكي ﺗﺪاﻓﻊ  وﻟﻬﺬا
 ﻋﻦ ﻧﻔﺴﻬﺎ واﻷوﻻد، 
 >perP-O-vlC<
 
وﻟﻬﺬا ﻟكي ﺗﺪاﻓﻊ 
 واﻷوﻻد،  ﻧﻔﺴﻬﺎ
ﺗﺮﻓﻊ ﻗﻀﻴﺔ ﻋﻠى 
 زوﺟﻬﺎ 
ﺗﺮﻓﻊ ﻗﻀﻴﺔ ﻋﻠى   
 زوﺟﻬﺎ 
ﺗﺮﻓﻊ ﻗﻀﻴﺔ ﻋﻠى   
 زوﺟﻬﺎ 
 ٠وﻫكﺬا ﺗﻨﺎل 
اﻟﺤﻘﻮق ﻓﻮق 
 أوﻻدﻫﺎ.
 اﻷموﻫكﺬا ﺗﻨﺎل    >feRjbO≠rpxEfeR<
اﻟﺤﻘﻮق ﻓﻮق 
 أوﻻدﻫﺎ.
وﻫكﺬا ﺗﻨﺎل اﻷم   
 اﻟﺤﻘﻮق ﻓﻮق أوﻻدﻫﺎ.
إذن ﻳﺠﺐ أن 
 ﻧﺘﺤﺪث ﻣﻊ أوﻻدﻧﺎ 
ﻳﺠﺐ أن ﻧﺘﺤﺪث  ٠ >nnoC→nnoCoN<
 ﻣﻊ أوﻻدﻧﺎ 
 >reD-droW<
 
ﻣﻊ  ﻧﺤﺪثﻳﺠﺐ أن 
 أوﻻدﻧﺎ 
ﻟكي ﻧﺪاﻓﻊ ﻋﻨﻬﻢ ﻣﻦ 
اﻟﻨﺎس اﻟﺴﻴﺌﻴﻦ 
 واﻟﺤﻮادث.






ﻣﻦ اﻟﻨﺎس  ﻧﺪاﻓﻬﻢﻟكي 
 اﻟﺤﻮادث.و اﻟﺴﻮء
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Planning the Acquisition and Enhancement of  
Language Skills for Translation and Interpreting 
Trainees: The Case of  Arabic1 
MANUEL FERIA-GARCÍA 
University of Granada ~ mferia@ugr.es 
1. Introduction 
Very little research has been conducted in the interface between the trai-
ning of Arabic translators and interpreters and Arabic Language learning. 
Wilmsen (2003) presents some overall reflections on the issues resulting 
from Arabic diglossia for interpreting practice and training. Dickins (2006) 
describes the historical development of translation programs in the UK, 
seemingly on the assumption that students taking those programs do not 
need to further their command of Arabic. Mahyub (forthcoming) sheds 
some light on several distinctive features of Arabic-Spanish interpreting on 
the basis of data collected from surveys completed by both trainers and 
students of Arabic-Spanish Interpreting at the University of Granada 
(Spain) and professional interpreters. To the best of our knowledge, no 
previous literature exists on the specific needs of Arabic language impro-
vement for translator trainees. 
This paper outlines some specific principles upon which future Ara-
bic language training programmes for trainee interpreters and, specifically, 
translators should be ideally founded upon. We will be drawing from the 
relatively extensive Spanish experience in the field, and also from our own 
experience —both as a professional translator and interpreter and as a 
translator’s trainer2. In my view, the transformation of current syllabi, as a 
1 This paper is a substantially revised and extended version of a plenary presentation with 
the same title at the II International Conference on Teaching Arabic as a Foreign Lan-
guage (Arabele2012), Madrid, September 26-28, 2012. 
2 This research also benefited from my research period at the Monterey Institute of Inter-
national Studies, which was made possible by a José Castillejo Fellowship for Research 
Abroad (Spanish Ministry of Science and Innovation, 2008-2009). 
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result of Spanish integration into the European Higher Education Area, 
provides a suitable opportunity to reflect on the state of the art of Arabic 
language training for translator and interpreter trainees and, in more gene-
ral terms, on the learning of non-mainstream languages for specific purpo-
ses, particularly diglossic languages. Please note that our following com-
ments explicitly exclude all programs with Arabic as an A language. 
This paper is divided into six sections: a thorny issue; contemporary 
Spanish experience in Arabic translation and interpreting training; a star-
ting point; the grammar-translation method for Arabic translator trainees; 
training quick and independent readers in Arabic; and conclusions. 
2. A thorny issue 
In foreign language acquisition, reference is usually made to Language 1, 
Language 2 and so on (or L1, L2, for short), with the purpose of clarifying 
the actual order in which languages have been acquired. It is usually 
assumed that your oral L1 (your “mother tongue”) is also your written L1. 
A second, broad assumption seems to be that somebody’s A and B lan-
guages (in International Association of Conference Interpreters’s terms) 
coincide, respectively, with this person’s L1 and L2.  
In real life, the issue is not quite that simple (Kelly et al., 2003; Kelly, 
2005), especially when dealing with Arabic, we should note that: 
▪ Formal Arabic or Modern Standard Arabic (MSA), as opposed to 
‘vernacular’ Arabic, is not exactly an L1 for anybody (vernacular 
Arabic is an Arab´s L1). MSA can certainly be one´s first acquired 
written language and also the language of formal education. In that 
case, MSA may be considered, at best, a written L1 and a spoken 
L2 language. For translation and interpreting skills, MSA may be at 
best conceived of as an A written language and a spoken B 
language (vernacular Arabic being the spoken A language). 
▪ Nevertheless, the impact of multilingual family and cultural 
backgrounds, international education and migratory flows have led 
to more varied combinations regarding language acquisition and 
active and passive abilities for translation and interpreting. As a 
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consequence, the Arab World, and especially the translation and 
interpreting classrooms all over the world, supposedly brim with 
“bilinguals” and “trilinguals” who actually do not have two or mo-
re A languages, but often just one A language or even none, and 
extremely different levels of abilities and skills in two, three or mo-
re B or C languages. 
▪ In addition, the extreme difficulty for foreign speakers when acqui-
ring overall written and spoken skills in, jointly, MSA and verna-
cular Arabic, is universally recognized as a determining factor in 
Arabic non-native translators and interpreters’ passive and espe-
cially active performance. 
This complex landscape explains why linguistic training remains a 
thorny issue for any Arabic training programme specifically aimed at trans-
lator trainees and interpreters. The relatively extensive contemporary Spa-
nish experience in this field may be helpful and will be addressed in the 
next section.  
3. Contemporary Spanish experience in Arabic translation and 
interpreting training3 
From a historical perspective, the first training experience of translators 
from (and into) Arabic as a B language in Spain was during the Spanish 
Protectorate in Morocco (1912-1956). After some earlier attempts, the 
Center for Moroccan Studies was inaugurated in Tetuan in 1939. Its curri-
culum was reformed in 1947 and from then until 1956, the institution 
experienced its heyday. In that year, Morocco obtained its independence 
and the Center closed its doors.  
The 1947 curriculum included written Arabic (over 900 class hours), 
Colloquial Moroccan Arabic (over 800 class hours) and Rifian Berber 
(over 270 class hours). Translation and Interpreting were not considered 
independent academic disciplines and the curriculum did not include them 
as separate subjects, despite the fact that the Center was conceived mainly 
as an institution to train translators and interpreters. 
3 For further information, see Arias and Feria (2012).  
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Written Arabic was studied exclusively through the grammar-transla-
tion method. Students used a series of handouts elaborated by the lecturer 
Musa Abbud. These handouts were finally published in 1955 under the ti-
tle Arabic Grammar (Abbud, 1955). Specifically, the teaching of written Ara-
bic focused on Arabic morphology, the vocalization of texts, and the 
translation from and into Arabic of general and specialized texts as requi-
red by Spanish authorities. 
Moroccan Arabic was approached in a similar way, and grammar and 
translation drills from and into Moroccan Arabic were performed on a dai-
ly basis. Nevertheless, special emphasis was obviously put on conversation. 
“Conversation” was actually approached by alternating between exercises 
of sight translation and consecutive interpreting. Exercises for beginners 
were based on the texts included in a manual for Moroccan dialect publi-
shed in the 19th century (Lerchundi, 1872); those for advanced students 
were taken from the manual by French-Algerian authors Aldecoa and Ted-
jini (19426). ‘Conversation’, in the sense of consecutive interpreting, was 
completly absent from written Arabic classes and as was, of course, confe-
rence interpreting. 
Until 1956, teaching Arabic for translator trainees in Spain was solely 
based on the grammar-translation method. At the time, only a few teachers 
could perceive teaching Arabic, or indeed any other language, without 
using translation as a language-learning tool. Translation exercises were 
even used to teach oral languages, which is what Moroccan Arabic and Ri-
fian Berber were at the time. 
After the closure of the Center for Moroccan Studies and until the 
late 80s, licenciaturas (five-year undergraduate degrees) in Semitic Philology 
or Arabic Language remained the only opportunity to learn Arabic in Spa-
nish Universities. Even though their curricula were never intended to train 
translators and interpreters, until recently their approach to Teaching Ara-
bic as a Foreign Language (TAFL) was (and it still is in some universities) 
also based on the grammar-translation method. In fact, the Arabic lessons 
that the author personally received in the Universities of Málaga and Gra-
nada in the late 80s and early 90s also focused on the study of mor-
phology, the vocalization of Arabic texts and the translation from Arabic 
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into Spanish of texts either from the Méthode d'Arabe Litteral by Lecomte 
and Ghedira (1960), from textbooks for school, or middleschool children 
or texts chosen by the lecturers from the daily press.  
Those translations were aimed exclusively at providing sufficient 
comprehension of syntagmatic relations in the Arabic source texts and at 
improving the ability to find lexical units in dictionaries, a task not as easy 
in Arabic as one may expect. The cultural, pragmatic, discoursive and tex-
tual aspects of the source text were all but ignored, and as were the ratio-
nale for the translation process, the communicative situation in which the 
target text would be used in the real world, and even the existence of an 
end client with particular needs. In other words, translation was far from 
conceived as a ‘receiver-oriented’ act of communication. Finally, in the de-
grees in Semitic Philology or Arabic Language, no training in interpreting 
was provided at all, and vernacular Arabic was hardly approached from 
communicative perspectives. 
The grammar-translation method of Medieval Arabic was traditio-
nally included in programmes of Spanish Philology for intellectual and lite-
rary purposes, mainly related to the study and recovery of the Andalusian 
legacy. To this purpose, literary and historical texts were chosen, which 
were the alpha and the omega of the whole linguistic training process. 
Later on, a new interest in the Contemporary Arab World prompted the 
study of MSA and urged many Spanish students in the 90s to demand mo-
re communicative methods of language acquisition. Consequently, the 
grammar-translation method lost momentum in Spanish Philology pro-
grammes or was simply reconverted by including breaking news from al-
Jazeera or texts and grammar drills from Arabic textbooks such as Brustad 
et al. (1995, 1997, 2005). Nevertheless, to the best of our knowledge, trans-
lation in Spanish Philology programs is still nowadays generally approa-
ched in the way described. 
In the 70s, Translation and Interpreting programmes entered the 
Spanish university landscape with a new vocational and communicative 
outlook. In 1972, the diplomatura (three-year undergraduate diploma) in 
Translation was established at the University of Barcelona. Soon, the Uni-
versities of Granada, Las Palmas and Salamanca followed suit. These pro-
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grams were later upgraded into licenciaturas (by then all licenciaturas had 
shrunk to four-year undergraduate degrees) in Translation and Interpreting 
(Mayoral, 1992). These degrees segregated Foreign Language learning and 
the training of Translation and Interpreting into different subjects. Trans-
lating was no longer envisioned as a means to prove sufficient understan-
ding of foreign language texts but rather, in more real-world terms, as 
social transactions of meaning involving cultural, ideological, political and 
economical issues. “It was [now] accepted that translating, far from being 
an innocent act, is rather a re-presentation of reality" (Vidal, 2007, our 
translation). 
Currently, Spain has several translation programmes with Arabic as a 
C language. For example, since 1992 the University of Málaga has been of-
fering a degree in Translation with Arabic as a C language, including up to 
57 credits (1 credit = 10 class hs.) divided as follows: 33 credits in MSA 
and 24 credits in Translation from Arabic into Spanish. Additionally, since 
2002, the University of Granada has offered a four-year degree in Trans-
lation and Interpreting with Arabic as a B Language. Nowadays, this pro-
gram is unique in the Spanish-speaking world.  
Obviously, training in Arabic should be very different when taken as 
a B or as a C language. Unfortunately, in neither case prior knowledge of 
Arabic is an admission requirement, although it is strongly recommended 
that students of Arabic as a B language have at the beginning of their trai-
ning a Common European Framework of Reference for Languages A2+ 
level in Arabic, rather than the B1 required for students with English, 
French and German as a B language. Consequently, further courses in Ara-
bic need to be taken after enrollment. In the University of Granada, in the 
first semester of Year 1, students with Arabic as a B language need to take 
6 credits in Arabic and may take 6 credits more in Arabic during Year 2. At 
the end of the second year, students are tested for units 6 to 10 of Brustad 
et al., Part II, and then they may start taking translation courses. This level 
compares, for instance, to the requirements at the outstanding Arabic 
Program of the University of Texas at Austin, where students are tested 
for the whole Part II of Brustad et al. when they finish Year 3, that is, just 
before they start taking content-based courses (Laila Familiar, personal 
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email communication). 
The University of Granada Translation and Interpretation syllabus 
included until recently 36 credits in General, Scientific, and Legal Trans-
lation from and into Arabic, and 18 credits in Consecutive Interpreting. In 
Year 4, students could choose to specialize either in translation or inter-
preting. Thus, students specializing in Translation took 24 more credits in 
Scientific and Legal Translation from and into Arabic whereas those 
specializing in Interpreting took 18 credits in Conference Interpreting. No 
training in interpreting uses any Arabic dialectal variety. 
4. A starting point  
The development of Translation and Interpreting degrees in Spanish 
Universities brought about a new challenge for teachers of Arabic as a 
Foreign Language. The skills to be acquired and subsequently, to be 
applied when translating or interpreting are quite different from those 
needed for philological purposes. Thus, whether dealing with Arabic as a C 
or as a B language, it is fair to assume that teachers eventually had to face 
the thorny issue that language acquisition had to be dealt with differently 
as well.  
This is a claim that we certainly do not expect everyone to agree 
with, but let us assume that there is indeed some agreement, for the sake 
of the argument. Now, a question must be raised: is there only one way to 
approach Arabic language training for students enrolled in Translation and 
Interpreting programs?  
Arabic, especially in the case of students enrolled in the University 
of Granada, is not always a foreign or a completely foreign language. More 
than 30% of them with Arabic as a B language come from Morocco (Il-
hami, forthcoming) and they are representative of the large structural 
variety in Moroccan linguistic, cultural and educational backgrounds. For 
some of them, particularly for graduates from Spanish primary and secon-
dary schools in Morocco (Lázaro et al. 2010), written MSA is not strictly 
speaking an A language, but rather a C language, at the beginning of their 
training.  
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More than 15% (Ilhami, forthcoming) of the remaining Spanish stu-
dents have ‘Arabic’ or Berber families, including those socialized in the 
Spanish enclaves of Ceuta and Melilla, who have Moroccan Arabic and/or 
Rifian Berber as a heritage language, but are functionally illiterate in Arabic 
when they commence their training. Their potential should not be under-
estimated (Valdés, 2001), but they badly need further MSA training. To 
complicate things even more, many students have Spanish as an A lan-
guage, Arabic is not their heritage language at all, and their MSA is much 
closer to a C than to a B language (Ilhami, forthcoming).  
All in all, at the University of Granada only about 35% of students 
with Arabic as a B language declare they had an advanced level of Spanish 
and an intermediate or an advanced level of Arabic when they enrolled in 
the programme (Ilhami, forthcoming). Practical problems arising from 
such student heterogeneity in Arabic Translation and Interpreting class-
rooms in Spain, and all over the world, cannot be ignored. 
 
Spanish 
Basic Intermediate Advanced 
Arabic  
Basic 0% 0% 39.8% 
Intermediate 0.9% 0% 19.4% 
Advanced 6.5% 8.3% 25% 
Figure 1: Students´ perception of their proficiency level in Spanish and 
Arabic at the beginning of their training in Translation and Interpreting at 
the University of Granada with Arabic as a B language, 2002-2011 (Il-
hami, forthcoming). 
In brief, it is fairly unrealistic to pretend that students with Arabic as 
a B language have a C1 or C2 CEFR level. Many of them badly need 
further language training. Students with Arabic as a C language do need far 
higher levels of language training. Thus, failing to develop and streamline 
ad hoc Arabic training programs specifically aimed at translation and inter-
preting students is not very sensible, either in Spain or anywhere else.  
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The next question is, what should characterise tailor-made Arabic 
training programs aimed at students of Translation and Interpreting? What 
kind of linguistic exposure should be provided? There is no one answer to 
these questions, but a few principles are outlined below. I shall start with 
the Interpreting Programs: 
 Students taking Simultaneous Interpreting programs should have 
an excellent command of spoken MSA. This should be their main 
admission requirement, but they need to be “exposed to speakers 
of the major Arabic accents and be made familiar with regional va-
riations in formal Arabic terminology” (Wilmsen, 2003: 76-77).  
 There seem to be no empirical data on this issue, but professional 
experience shows that Simultaneous Interpreting cannot be uni-
quely identified with MSA, and Consecutive Interpreting with ver-
nacular Arabic and code-switching. Thus, it is imperative for stu-
dents taking Simultaneous Interpreting programs to be exposed to 
Arabic cross-dialectal situations (Soliman, 2012) as well as to code-
switching between MSA and vernacular Arabic and between MSA 
and English (or French), especially when dealing with units of spe-
cialized meaning (Mahyub, forthcoming). Any contemporary ad-
vanced Arabic training program should definitely include a realistic 
approach to variation of both spoken and written MSA.  
 Although students taking Consecutive Interpreting programs 
should have an excellent command of at least one Arabic verna-
cular variety, they also need to be exposed to major Arabic accents, 
to variation in terminology and to Arabic cross-dialectal situations. 
Further training in spoken MSA is also a must. However, as far as 
training in Arabic is concerned, the turning point between Simulta-
neous and Consecutive Interpreting programs lies on changing em-
phasis of the exposure to MSA, vernacular Arabic, Arabic cross-
dialectal situations and terminology variation, as showed below (see 
Figure 2). 
In Translation Programs, the following perspectives should be con-
sidered: 
 Arabic training programs for students with Arabic as a B language  
















Figure 2: Changing emphasis on Arabic interpreting programs 
 
should consider training needs both for translating from and into 
Arabic. On the other hand, programs for students with Arabic as a 
C language should only include training needs for translating from 
Arabic, not into Arabic. These needs are very different between 
them and they should be approached separately (Kelly et al., 2003). 
 Admission requirements should also be different in each case. Re-
quired skills for taking Arabic as a B language should be measured 
in terms of active writing skills and, especially, of passive reading 
skills. Required skills for enrolling in Arabic as a C language, if any, 
should be measured exclusively in terms of passive reading skills. 
 Since the vast majority of students enrolled in Translation pro-
grams all over the world take Arabic as a C language, Arabic trai-
ning methods should focus first and foremost on training needs 
for translating from, and not into, Arabic. Obviously, this does not 
preclude later focusing on training needs for translating into 
Arabic, but the priority should be given to the former and I shall 
hereafter refer mainly to it. 
 However tempting, Arabic training programs should not rely on 
performing translations. This is where the grammar-translation me-
thod comes back into the spotlight. However, since this last issue 
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is not necessarily obvious for Arabic trainers, we will develop it in 
the next section. 
5. The grammar-translation method for Arabic translator trai-
nees 
In the grammar-translation approach to teaching languages, translation 
drills are designed to monitor students´ progress in the source language in 
grammatical and lexical terms. The defining features of source texts do not 
really matter and neither do target texts in terms of linguistic and commu-
nicative adequacy. Translator training, on the other hand, usually compri-
ses a two-stage process: 
 A process-oriented approach, focusing on terminological manage-
ment, use of translation tools and decision making processes. 
 A more product-oriented approach, in which target language skills 
are focused upon (Gile, 1994). 
 
Hence, the grammar-translation method might lead to undesired 
results, depending on the trainers raising the students´ awareness about its 
limitations. Two different scenarios are typically reported in Spain regar-
ding this issue:  
 The training program may be run by members of a Department of 
Translation familiar with Translation Studies. In this scenario, 
translation training and Arabic training tend to coincide and, ulti-
mately, they are only distinguishable on paper. 
 The training program may be run by Arabic trainers who are neit-
her members of a Department of Translation nor necessarily fami-
liar with Translation Studies and Translation and Interpreting trai-
ning for professional purposes.  
Specifically in the latter case, the results of using the grammar-trans-
lation method may prove counterproductive in four ways: 
 The grammar-translation method typically entails translating from 
Arabic into the A language. This is likely to become a poor choice, 
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for in translator training the linguistic emphasis is basically put 
onto the target language during the product-oriented stage of the 
process. In order to comprehend the source text, translating is not 
necessary. Therefore, trying to improve students´ Arabic skills by 
focusing on translating into the A language does not seem to make 
much sense. In fact, in a translation program, it might even be 
worse than resorting to translating texts into Arabic.  
 In students whose target language is really a C language, using the 
grammar-translation method when translating from Arabic may 
become a message stating that the language and communicative 
adequacy of the product do not really matter, since the emphasis 
essentially falls on deciphering source texts. In other words, the 
message may be that they need no further training in the target lan-
guage. Obviously, in most cases this provides them with an unrea-
listic outlook on what professional translation really requires 
regarding the target language and their training needs, something 
which I would hardly describe as a dramatic step forward. 
 Students with a full-blown A language as their target language may 
feel discouraged and frustrated in their first encounters with Arabic 
translation (Arabic training usually precedes translation training), 
for it entails publicly displaying their weaknesses in Arabic and 
supporting their Arab classmates’ weaknesesss in the target lan-
guage (for failing to correct is likely to be perceived as a sign of 
support by Year 1 students). 
 Last but not least, without a communicative and a receiver-orien-
ted perspective, concepts such as text, discourse, extratextual informa-
tion or intended meaning are all but absent from the grammar-trans-
lation approach. From this point of view, ‘correctly’ translating a 
decontextualized Arabic sentence into English such as ‘the two 
green eyes of the yellow cat’ will always be rewarded; and transla-
ting the same sentence as ‘the green eyes of the yellow cat’ will 
always be reprimended, for not translating ‘something’ (no matter 
if, in English and without context, it is understood that the yellow 
cat is a real-world cat and has two eyes). This is plainly absurd 
from a communicative point of view, and translation lecturers will 
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have to fix the issue later on -with even more effort-, since it is a 
reinforced behaviour.  
 
In conclusion, the grammar-translation method only takes into ac-
count text-internal information in source texts and it leads students to be-
lieve that translating consists of reformulating linguistic information gathe-
red at morphological and syntactical levels. The professional translation 
process, on the contrary, takes extratextual information very much into 
account; indeed, it consists of a recreation of —and not a mere cross-lin-
guistic ‘reflection’ on— the source text. The grammar-translation approach 
to translating should not be unconsciously mixed with the communicative 
approach in translation programs and Arabic trainers should adapt to the 
new circumstances (and with them other non-mainstream language trai-
ners). 
6. Training quick and independent readers in Arabic 
Translation macro-competence comprises several interacting sub-compe-
tences that different models have tried to organize and conceptualize for 
training purposes. Kelly (2002; 2005: 32-33) distinguishes seven types of 
competence a professional translator should display: “communicative and 
textual competence, cultural and intercultural competence, subject area 
competence, professional and instrumental competence, attitudinal or 
psycho-physiological competence, interpersonal competence and strategic 
competence”. For our purpose, the main target is the communicative and 
the textual competences. 
In the source language, the communicative and textual ability that 
the trainee translator is required to develop consists of understanding 
texts, both thoroughly and fast. Building a meaningful and coherent 
recreation of the source text in the target language not only depends on 
the translator’s skills and training in the target language. Even in the case 
of well-trained writers in the target language, the task cannot be fulfilled 
without a prior phase of full-immersion reading and comprehension (Mau-
riello, 1992: 66; Giles, 2009: 101-103). Thus, in our view enhancing stu-
dents´ overall linguistic skills is not a priority for Arabic training programs 
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for translator trainees. A translator is a highly specialized linguistic user, es-
pecially in Arabic, a language whose written varieties will only rarely be 
used orally. This is probably the case for all diglossic languages. 
Even though it would be unrealistic to divide language skills into 
watertight compartments, focusing on enhancing a single skill is obviously 
much easier than focusing on enhancing them all. This is a good point 
when dealing with a non “user-friendly” language, such as MSA. Never-
theless, reading is not a simple cognitive task involving a simultaneous bot-
tom-up and a top-down approach to elements pertaining, respectively, to 
linguistic (intratextual) and non-linguistic (extratextual) information and 
expectations (Treiman, 2011).  
Certainly, an Arabic training program tailored for translator trainees 
with Arabic as B language should expose students to the linguistic features 
of real-world candidate source texts through an inclusive approach, i.e., 
considering their syntactic, semantic and pragmatic aspects and not only 
the morphological information of isolated lexical units. Even paradigmatic 
features should not be presented through a word-based limited analysis, 
but rather through concrete syntagmatic contexts, for syntagmatic distribu-
tional properties of any lexical item depend upon their paradigmatic featu-
res. Plainly stated, a translator never deals with isolated lexical units but 
rather with language at work, that is, with cohesive and coherent real-
world professionally required texts. Translator trainees should be confron-
ted with interactive linguistic tools and concepts that need to be observed 
in vivo. Only digital translation memory applications deal with strings of 
characters. 
Consequently, trainers ought to focus on improving students´ inten-
sive reading skills. Well-known intensive reading drills (Grellet, 1981), such 
as answering true or false statements, filling gaps, matching headings to 
paragraphs, putting jumbled paragraphs into the correct order, predicting 
the content of the next paragraph or text and so on, can be combined in 
MSA training with other exercises, such as the following: 
▪ Echo-reading exercises for enhancing the student´s reading self-
confidence, followed by adding ﻞﻴكﺸﺗ (supplementary diacritics).  
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▪ Sentence building and transformation exercises to improve com-
prehension of similar lexical items, achieve a better command of 
different verbal derived forms and their nominal patterns and, 
above all, reach a better understanding of semantic shifts associa-
ted to different patterns in context.  
▪ Exercises designed to reveal discourse cohesion and coherence 
through the analysis of repetitions (Johnstone, 1991; Jubouri, 
1984), text frames and connectors (Al-Batal, 1990; Warraki and 
Hassanein, 1994).  
▪ Breaking sentences into smaller units and logically organizing the 
resulting chunks. This is also important for discourse cohesion and 
coherence, and it is also a crucial skill to be applied later during the 
translation process from Arabic into Spanish or English.  
▪ Exploring multiword units and formulaic language (Santillán, 
2010). 
▪ Revealing diastratic, diaphasic and, specially, diatopic variation wi-
thin written MSA. This is crucial when dealing with real-world pro-
fessionally required texts.  
▪ Identifying culturally determined linguistic usage. For instance, the 
use of active and passive verb forms in gender-related statements. 
Such training in intensive reading entails a great deal of research and 
documentation that nowadays is performed online. Hence, I think that in-
tensive reading training in Arabic should go hand-in-hand with refining 
extensive reading skills (Richard and Bamford, 1998). This is critical to de-
velop translator trainees’ documentation abilities when dealing with web 
pages, Google query results and other online sources of information, with 
special emphasis on skimming (the ability to get the gist of writings by run-
ning one’s eyes over them, and to decide whether they deserve further 
attention) and scanning (looking for particular pieces of information). 
Usual extensive reading skills can be combined in advanced Arabic 
training for translator trainees with other exercises, such as: 
▪ Discovering terminological use of apparently general lexical items, 
given that,in Arabic, they can only be spotted as units of specia-
lized meaning by taking into account the thematic coherence of the 
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text to which they belong. For instance, there are no elements such 
as Latin or Greek roots that will lead readers to mark the word 
ﻒﻌﺿ (weakness) as a medical term (‘asthenia’, ‘impotence’, ‘im-
pairment’, ‘deficiency’), and only context will allow them to do so. 
Even if students are still unaware of this in the Arabic classroom, 
the ability to identify specialized usage of apparently generic lexical 
units in context is an excellent basis for later translating them as 
such. The ArabiCorpus (http://arabicorpus.byu.edu/) Citations tool 
is helpful for this purpose, especially when used jointly with other 
features from the same source, such as Subsections. 
▪ Revealing coherent contrasts between widely used religious and 
non-religious terms pointing to the same referent, such as نﺎﺘﺧ and 
ﺔﻴﻠﺳﺎﻨﺘﻟا ءﺎﻀﻋﻷا ﻪﻳﻮﺸﺗ for ‘genital mutilation’. 
The ultimate goal of the whole process is to translate a remarkable 
amount of words per hour with great accuracy, and we daresay this is not 
possible when trapped in the puzzling maze of Arabic monolingual or 
bilingual dictionaries. Reducing dictionary dependency and enhancing the 
effectiveness of dictionary queries are key issues in any program for Arabic 
translator trainees. This goal can be approached in two ways: (a) Reducing 
the difficulties of the look-up process, and (b) Enhancing non-dictionary-
dependent strategies to solve semantic problems. 
The need to minimise the difficulties in the Arabic dictionary search 
process will probably be interpreted as a suggestion for emphasising and 
improving morphology training. This is correct. The Arabic verb, for ins-
tance, shows great morphological variety: ten derived forms, two voices, 
two aspects, five moods and thirteen persons, plus the many irregularities 
related to the so-called ‘unsound verbs’. If we add the Arabic orthographi-
cal variation and allomorphy (Buckwalter, 1992 and 2004; Parkinson, 1988, 
among others) we will see that traditional Arabic dictionaries, where en-
tries are arranged according to the root order, are not student-friendly at 
all.  
Nevertheless, improving morphological training is not what we 
primarily had in mind when we underscored the advantages of minimising 
difficulties in the dictionary searches, because some of those difficulties 
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(especially when dealing with vocalized and decontextualized lexical units) 
can nowadays be resolved by tapping into electronic dictionaries. Several 
scholars (Sánchez, 2005 and references therein) highlight that the frequen-
cy of use of bilingual and monolingual dictionaries in translator trainees 
are, respectively, inversely and directly proportional to their training stage. 
Thus, familiarising oneself with the meta-language in Arabic monolingual 
dictionaries (which is not student-friendly either) is one way of promoting 
effective dictionary use. Therefore, this is another point to be stressed in 
any Arabic training program for translator trainees. Exercises designed 
with this goal in mind may also be combined with the intensive reading 
drills described above. 
Developing non-dictionary dependent strategies to solve semantic 
problems usually entails guessing the meaning of unfamiliar lexical units 
from textual clues. In a root-and-pattern language such as Arabic, guessing 
the meaning of unfamiliar lexical units also entails applying a great amount 
of morphological knowledge, similar to that needed during the Arabic dic-
tionary search process. Nevertheless, the whole process may be in vain if 
the translator trainees reach a purely formal morphological conclusion that 
has no semantic connotations for them. In this scenario, discovering the 
meaning of unfamiliar words once again requires resorting to time-consu-
ming dictionary searches.  
The only way to break this vicious circle is to strongly emphasise the 
semantic connotations of each pattern in context in Arabic training. Seen 
from a different angle, mapping Arabic morphological paradigms onto se-
mantic shifts may be extremely helpful for the trainee translator to develop 
insights into the organization of the mental lexicon in Arabic native spea-
kers and, in turn, it may contribute very effectively in vocabulary learning 
strategies. 
7. Conclusions and future research 
There are a few conclusions that can be drawn for Arabic and that could 
also be applied to other languages, especially, to non-mainstream languages 
and diglossic languages. 
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Our main point is that, no matter what language we are dealing with, 
overall linguistic training must be sharply distinguished from specific trai-
ning targeting translator and interpreter trainees. Language training for 
translators and interpreters is no more that a special area in Language Tea-
ching for Specific Purposes. Unfortunately, Arabic and other non-main-
stream languages (not less widely used) that only recently have been pro-
vided with training programs in Translation and Interpreting badly suffer a 
great deal of confusion between overall linguistic training and language 
teaching for specific purposes. 
Moreover, when dealing with languages characterized by diglossia, 
such as Arabic, language variation must play a key role in the planning of 
linguistic training within translation and interpreting programs. Both the 
linguistic requirements for enrollment and the linguistic exposure during 
the training process should be defined in view of the situations in which 
low and high language varities are actually used. 
On top of that, the requirements for enrolling in consecutive inter-
preting programs that involve diglossic languages should focus on the 
command of the low language variety, whereas in conference interpreting 
programs they should focus on high varieties. Once enrolled in the pro-
gram, in consecutive interpreting students should be exposed to high va-
rieties, inter-dialectal situations and different accents, whereas conference 
interpreting trainees should be exposed to low varieties, inter-dialectal 
situations and differents accents. 
When a diglossic language is a C language, the enrollment require-
ments should focus only on reading skills of the high variety and on wri-
ting skills when the diglossic language is a B language. Emphasis must be 
placed in both cases on extensive and intensive reading skills. If the pro-
gram deals with a language with strong diatopic variation and weak 
standardization of terminology, as in the case of Arabic, focusing on those 
issues is simply a must.  
In addition to the lack of accumulated experience in translation and 
interpreting programs, the scarce studies on sound data-based linguistic 
research in non mainstream languages does not make the planning of trai-
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ning any easier. As a widely spread language, MSA is not an exception. 
According to Soliman (2012), it was not until the 70s that cross-dialectal 
Arabic, whose key role has been stressed in this paper, was defined (Ezzat, 
1974). Actually, no experimental research was done in cross-dialectal Ara-
bic until the 90s (Abu-Melhim, 1992) under the basic assumption that 
there is no mutual intelligibility between Arabic speakers, just like the dif-
ferent European language speakers, which is basically a flawed statement.   
On the other hand, even the very existence of variation in written 
MSA was controversial until recently; it is no longer so, but the existing 
literature (Parkinson & Ibrahim, 1998; Ibrahim, 2009; Wilmsen 2010, 
among others) is still far from sufficient. Terminology variation through-
out the Arab World, especially administrative and legal terminology, has 
not yet received the full attention it deserves (Feria, 2013). Arabic Seman-
tics does not really exist. Neither does Arabic for Specific Purposes and 
Arabic for professions (with the exception of Sahrir, 2011).   
So, in conclusion, enhancing Arabic training for translation and 
interpreting trainees is essential. However, a great deal of research is still 
required to reach a fuller understanding of the reality of this language, 
which poses a great challenge for Arabic trainers. 
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 122 ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ وﺗﻌﻠﻤﻬﺎ
 
اﻟﺘﻌﺮ�ف ﻋﻠى ﺧﺼﺎﺋﺺ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ واﻟﺘﺼﺪي ﻟﻬﺎ ﻓي ﺗﺪرﻳﺲ 
 اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ﻣﻦ اﻟﻌﺮﺑﻴﺔ إﻟى اﻹﺳﺒﺎﻧﻴﺔ
 راﺟﻊ بﻣﺤﺠﻮ ﺑﺸﻴﺮ
 ﻣﺪرﺳﺔ ﻃﻠﻴﻄﻠﺔ ﻟﻠﻤﺘﺮﺟﻤﻴﻦ moc.liamg@rmrihcab ~    
 اﻟﺘﻤﻬﻴﺪ .١
أﻫﻤﻴﺘﻬﺎ ﻓي اﻟﺘﻮاﺻﻞ وﻣﻦ اﻟﺪور اﻟﺤﺴﺎس اﻟﺬي ﺗﻠﻌﺒﻪ ﻓي اﻟﻠﻘﺎءات اﻟﺮﺳﻤﻴﺔ ﻋﻠى اﻟﺮﻏﻢ ﻣﻦ 
اﻟﻬﺎﻣﺔ، ﻟﻴﺴﺖ ﻫﻨﺎك أﻋﻤﺎل ﻛﺜﻴﺮة ﻋﻦ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ﻣﻦ اﻟﻌﺮﺑﻴﺔ إﻟى اﻹﺳﺒﺎﻧﻴﺔ وﻻ ﻣﻦ 
ﻮدة ﻋﻠى اﻹﻃﻼق ﻟﻮ اﺳﺘﺜﻨﻴﻨﺎ اﻹﺳﺒﺎﻧﻴﺔ إﻟى اﻟﻌﺮﺑﻴﺔ، ﺑﻞ إﻧﻬﺎ ﺗﻜﺎد ﺗﻜﻮن ﻏﻴﺮ ﻣﻮﺟ
ﺛﻼﺛﻴﻦ ﺳﻨﺔ. أﻣﺎ ﻋﻦ ﺣﻮاﻟي اﻟﺬي أﻧﺠﺰه ﻗﺒﻞ ( ٥٨٩١)  oleuzeugelP areliugAﻋﻤﻞ
اﻟﻌﻼﻗﺔ ﺑﻴﻦ ﺗﺪرﻳﺲ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ وﺗﺪرﻳﺲ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ، ﻓﺈﻧﻨﺎ ﻟﻢ ﻧﻌﺜﺮ إﻻ ﻋﻠى ﻋﻤﻞ 
( ﻳﺮاﻗﺐ ﻓﻴﻪ ﻫﺬا اﻟﺒﺎﺣﺚ ﻣﺴﺘﻮى اﻟﻠﻐﺔ اﻟﻤﺴﺘﻌﻤﻠﺔ ﻣﻦ ﻃﺮف ٣٠٠٢)  nesmliWواﺣﺪ
اﻟﻤﺘﺮﺟﻤﻴﻦ ﺧﻼل ﻋﺪة ﻧﺪوات أﺟﺮﻳﺖ ﺑﻤﺼﺮ. وﻳﺼﻞ ﻫﺬا اﻟﺒﺎﺣﺚ إﻟى أن ﺑﻌﺾ 
اﻟﻤﺘﺮﺟﻤﻴﻦ اﻟﻔﻮرﻳﻴﻦ ﻳﺴﺘﻌﻤﻠﻮن اﻟﻌﺎﻣﻴﺔ اﻟﻤﺼﺮﻳﺔ ﻓي ﻟﻘﺎءات رﺳﻤﻴﺔ وﻳﺨﺘﺘﻢ ﻋﻤﻠﻪ اﻟﻮﺟﻴﺰ 
ﺑﺒﻌﺾ اﻟﺘﻌﻠﻴﻤﺎت ﺣﻮل ﻛﻴﻒ ﻳﺠﺐ أن ﻳكﻮن ﺗﻌﻠﻴﻢ اﻟﻌﺮﺑﻴﺔ ﻟﻄﻼب اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ 
 واﻟﺘﺘﺒﻌﻴﺔ.
وأﻣﺎ ﻓﻴﻤﺎ ﻳﺨﺺ ﻛﺘﺐ ﺗﺪرﻳﺲ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ اﻟﺼﺎدرة ﺑﺎﻟﻌﺎﻟﻢ اﻟﻌﺮﺑﻲ ﻓﺈﻧﻬﺎ ﺗﻘﺘﺼﺮ 
أﺳﺘﺎذ اﻟﺘﺮﺟﻤﺔ ﻓي اﻟﻤﺪرﺳﺔ  وﻫﻮ ﻪ اﻟﻌﻤﻴﺪ،ﺣﺪ ﻗﻮل اﻷﺳﺘﺎذ ﻋﺒﺪ اﻟ �ﻋﻠى ﺛﻼﺛﺔ أﻋﻤﺎل ﻋﻠى 
ﻋﻠي� ﻣﺤﻤﺪ ﻋﻤﻞ اﻷﺳﺘﺎذ أﻫﻤﻬﺎ   ،١( ﺑﺒﺎرﻳﺲTISEاﻟﻌﻠﻴﺎ ﻟﻠﺘﺮاﺟﻤﺔ واﻟﻤﺘﺮﺟﻤﻴﻦ )
اﻟﺬي ﻳﺘﻀﻤﻦ ﻋﺼﺎرة  ،(٣٠٠٢) دﻟﻴﻞ اﻟﺘﺮﺟﻤﺎن ﻓي ﻣﺒﺎدئ اﻟﺘﺮﺟﻤﺔ اﻟﺸﻔﻬﻴﺔاﻟﺪروﻳﺶ 
إﻟى اﻻﻧﺠﻠﻴﺰﻳﺔ وﻳﺨﺼﺺ اﻟﻌﺮﺑﻴﺔ ﺗﺠﺮﺑﺔ اﻟﻤﺆﻟﻒ اﻟﻄﻮﻳﻠﺔ ﻓي ﻣﺠﺎل اﻟﺘﺮﺟﻤﺔ اﻟﺸﻔﻬﻴﺔ ﻣﻦ 
ﻧﻤﻮذﺟﺎ ﻣﻌﻴﻨﺎ  يﻋﻤﻠﹶﻪ ﻫﺬا ﻟﻠﺘﻨﻈﻴﺮ ﺣﻮل اﻟﻘﻮاﻋﺪ اﻷﺳﺎﺳﻴﺔ ﻟﻠﺘﺮﺟﻤﺔ اﻟﺸﻔﻬﻴﺔ، إﻻ أﻧﹼﻪ ﻻ ﻳﻌﻄ
اﻹﺳﺒﺎﻧﻴﺔ. اﻟﻌﻤﻼن اﻵﺧﺮان ﻫﻤﺎ -اﻟﻌﺮﺑﻴﺔ اﻟﻠﻐﻮﻳﺔﻣﻦ اﻟﻨﺼﻮص وﻻ ﻳﺘﻄﺮق إﻟى اﻟﺘﺮﻛﻴﺒﺔ 
ﻟﻬﺸﺎم ﻤﺔ اﻟﻔﻮرﻳﺔ اﻟﺘﺮﺟو (٣٠٠٢ﻟﺮﺷﻴﺪة ﺑﺼﺎﻓي ) ﻣﻘﺎرﺑﺎت ﻓي ﺗﻌﻠﻴﻤﻴﺔ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ
ﻟﻢ ﻳﺘﺴﻦ ﻟﻨﺎ اﻟﺤﺼﻮل ﻋﻠى ﻫﺬﻳﻦ اﻟﻌﻤﻠﻴﻦ ﻟكﻦ ﺣﺴﺐ اﻷﺳﺘﺎذ و(. ٣٠٠٢) اﻟﺨﻮﺟﻠي
ﻓي ﻫﺬا اﻟﻤﺠﺎل ﺑﺎﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ، ﺣﻴﺚ أﻧﻬﻤﺎ ﻣﻬ�ﺪا "اﻟﺴﺒﻴﻞ  ﻳﻦﻦ راﺋﺪﻠﻴﻋﻤاﻟﻌﻤﻴﺪ ﻳﻌﺘﺒﺮان 
 ﻟﺪراﺳﺔ اﻟﺘﺮﺟﻤﺔ اﻟﺸﻔﻬﻴﺔ اﻟﻤﻌﺎﺻﺮة ﺑﻮﺟﻪ ﻋﺎم، واﻟﻔﻮرﻳﺔ ﺑﻮﺟﻪ ﺧﺎص".
  (٢١٠٢) اﻟﻌﻤﻴﺪ، ﻋﺒﺪ اﻟ�ﻪاﻧﻈﺮ ﻓي اﻟﻤﺮاﺟﻊ إﻟى:  ١
                                      
 راﺟﻊ بﻣﺤﺠﻮ ﺑﺸﻴﺮ 
ﻀﻊ أﺳﺴﺎ ﻟﺘﺪرﻳﺲ ﺔ ﺗﻋﻠﻤﻴ ﻴﺔاﻟﻤﻠﺤﻮظ ﻓي ﻏﻴﺎب ﻣﻨﻬﺠوﺳﺎﻫﻢ ﻫﺬا "اﻟﺘﻔﺮﻳﻂ" 
وﻣﻤﺎرﺳﺘﻬﺎ اﻟﻤﻬﻨﻴﺔ  -ﻛﻤﺎ ﻳﺤﻠﻮ ﻟﺒﻌﺾ اﻟﺒﺎﺣﺜﻴﻦ ﺗﺴﻤﻴﺘﻬﺎ–اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ أو اﻟﺸﻔﻬﻴﺔ 
وأﺧﻼﻗﻴﺎﺗﻬﺎ، ﻣﺎ أدى إﻟى ﺣﺪوث ﻣﺸﺎﻛﻞ ﻋﺪﻳﺪة اﻟﺒﻌﺾ ﻧﻌﺮﻓﻪ واﻟﺒﻌﺾ اﻵﺧﺮ ﻻ ﻧﻌﺮﻓﻪ ﻓي 
 اﻷوﺳﺎط اﻟﺘﺮﺑﻮﻳﺔ واﻟﻤﻬﻨﻴﺔ اﻟﺤﺴﺎﺳﺔ ﻓي إﺳﺒﺎﻧﻴﺎ.
رﻳﻴﻦ ﻣﻦ اﻟﻌﺮﺑﻴﺔ إﻟى إﻟى ﻣﺘﺮﺟﻤﻴﻦ ﻓﻮ ﺔﻢ ﻣﻦ أن ﺣﺎﺟﻴﺎت اﻟﺴﻮق اﻟﻤﻬﻨﻴاﻟﺮﻏ ىﻋﻠو
 ﺗﺪرﻳﺲ ﻫﺬه اﻟﻤﻬﻨﺔ ﺑﻴﻦ اﻟﻠﻐﺘﻴﻦإﻻ أنﹼ ﻣﻊ ﻃﻠﻮع اﻟﺜﻤﺎﻧﻴﻨﺎت، اﻹﺳﺒﺎﻧﻴﺔ ﺷﻬﺪت ﻧﻤﻮا ﻣﻠﺤﻮﻇﺎ 
ﻇﻞ ﻏﺎﺋﺒﺎ ﻋﻦ ﺻﻔﻮف اﻟﺠﺎﻣﻌﺎت اﻹﺳﺒﺎﻧﻴﺔ ﺣﺘى ﻣﻄﻠﻊ اﻟﻘﺮن اﻟﻮاﺣﺪ واﻟﻌﺸﺮﻳﻦ. ﻋﻠى 
ﻛﻠﻴﺔ اﻟﺘﺮﺟﻤﺔ ﺑﺠﺎﻣﻌﺔ ﻏﺮﻧﺎﻃﺔ،  تﻋﺘﻤﺪا ٣٠٠٢-٢٠٠٢ﺧﻼل اﻟﺴﻨﺔ اﻟﺪراﺳﻴﺔ  ،اﻟﺘﺤﺪﻳﺪ
 وﻫي اﻟﻮﺣﻴﺪة إﺿﺎﻓﺔ إﻟى ﻣﺪرﺳﺔ ﻃﻠﻴﻄﻠﺔ ﻟﻠﻤﺘﺮﺟﻤﻴﻦ، ﺗﺪرﻳﺲ اﻟﺘﺮﺟﻤﺔ اﻟﺘﺤﺮﻳﺮﻳﺔ واﻟﻔﻮرﻳﺔ
 اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ.ﻣﻦ وإﻟى 
ﻣﻦ اﻟﺰﻣﻦ ﻗﺪ ﻣﻀى إذن ﻋﻠى اﻟﺸﺮوع ﻓي ﺗﺪرﻳﺲ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ﻣﻦ اﻟﻌﺮﺑﻴﺔ ﻋﻘﺪ 
ﻓي  اﻷﺑﻌﺎدء ﺑﺤﺚ اﺳﺘﻄﻼﻋي ﺛﻼﺛي ﺠﺎﻣﻌﺔ ﻏﺮﻧﺎﻃﺔ، ﻣﺎ ﺷﺠﻌﻨﺎ ﻋﻠى إﺟﺮاﺑإﻟى اﻹﺳﺒﺎﻧﻴﺔ 
ﻗﺪﻣﻨﺎ اﺳﺘﻄﻼﻋﺎ ﻟﻠﺮأي ﻷﺳﺎﺗﺬة  (.٠١٠٢، aayaR buyhaM) إﻃﺎر رﺳﺎﻟﺔ اﻟﻤﺎﺟﺴﺘﻴﺮ
ﻓﻴﻦ، وذﻟﻚ ﻣﻦ أﺟﻞ ﻣﻌﺮﻓﺔ ﺧﺼﺎﺋﺺ ﺔ اﻟﻔﻮرﻳﺔ وﻛﺬا ﻟﻠﻤﺘﺮﺟﻤﻴﻦ اﻟﻤﺤﺘﺮوﻃﻼب اﻟﺘﺮﺟﻤ
ﻛﻨﺎ ﻗﺪ درﺳﻨﺎ ذﻟﻚ أن ﺗﺪرﻳﺴﻬﺎ واﻟﻤﻌﺎﻳﻴﺮ اﻟﺘي ﺗﻨﻈﻢ ﻣﻤﺎرﺳﺘﻬﺎ اﻟﻤﻬﻨﻴﺔ، ﺧﺎﺻﺔﹰ ﺑﻌﺪ 
 اﻻﺧﺘﺼﺎص وﻣﺎرﺳﻨﺎه ﻓي اﻟﻤﺮﺣﻠﺔ اﻟﻤﻬﻨﻴﺔ. 
 اﻟﺒﺤﺚاﻓﺘﺮاﺿﺎت  .٢
 ﻧﻄﺮح ﻓي ﻋﻤﻠﻨﺎ ﻫﺬا اﻻﻓﺘﺮاض اﻟﺘﺎﻟي:
"ﺗﺘﻤﺘﻊ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ﻣﻦ اﻟﻌﺮﺑﻴﺔ إﻟى اﻹﺳﺒﺎﻧﻴﺔ ﻓي ﻣﺮﺣﻠﺔ اﻟﻤﻤﺎرﺳﺔ اﻟﻤﻬﻨﻴﺔ 
 ﺑﺨﺼﺎﺋﺺ ﻣﻬﻤﺔ ﻳﺘﻌﻴ�ﻦ اﻟﺘﺼﺪي ﻟﻬﺎ ﺑﻤﻨﻬﺠﻴﺔ ﺗﺪرﻳﺴﻴﺔ ﺧﺎﺻﺔ ﺧﻼل ﻓﺘﺮة اﻟﺘﻜﻮﻳﻦ".
 ٥٠٠٢أﺧﺮى، ﺳﺒﻖ ﻟﻨﺎ وأن درﺳﻨﺎ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ﻓي ﺟﺎﻣﻌﺔ ﻏﺮﻧﺎﻃﺔ ﺑﻴﻦ  ةﺑﻌﺒﺎرأو 
وﺑﻌﺪ ﺗﺨﺮﺟﻨﺎ، ﺷﺮﻋﻨﺎ ﻓي اﻟﻌﻤﻞ ﻛﻤﺘﺮﺟﻢ ﻓﻮري ﻓي اﻟﻤﺆﺗﻤﺮات ﻓﻮﺟﺪﻧﺎ ﻓﺮﻗﺎ  ٧٠٠٢و
ﺷﺎﺳﻌﺎ ﺑﻴﻦ ﻣﺎ د�ر�ﺳﻨﺎ وﻣﺎ ﻳﺤﺪث ﺣﻘﺎ ﻓي اﻟﺴﻮق اﻟﻤﻬﻨﻴﺔ. وﻛﺎن ﻫﺬا اﻻﺧﺘﻼف ﻳﻤﺲ� ﺑﺄﻣﻮر 
ﻠﺤﺎت، وﺗﻨﻮع اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ وﻟﻬﺠﺎﺗﻬﺎ اﻟﻤﺴﺘﻌﻤﻠﺔ ﻛﺜﻴﺮة أﻫﻤﺎ: ﺗﺨﺼﺺ اﻟﻤﺠﺎﻻت واﻟﻤﺼﻄ
ﻚ أردﻧﺎ ــــﻓي اﻟﻤﺆﺗﻤﺮات، وأﺧﻼﻗﻴﺎت اﻟﻤﻬﻨﺔ، واﻟﻤﻌﺎﻳﻴﺮ اﻟﻤﻬﻨﻴﺔ اﻟﺘي ﺗﺴﻴ�ﺮﻫﺎ، إﻟﺦ. وﻟﺬﻟ
 اﻟﻌﻮدة ﻟﻔﺤﺺ اﻟﻤﺮﺣﻠﺔ اﻟﺪراﺳﻴﺔ ﺑﻄﺮﻳﻘﺔ ﻣﻮﺿﻮﻋﻴﺔ وﻣﻘﺎرﻧﺘﻬﺎ ﺑﺎﻟﻮاﻗﻊ اﻟﻤﻬﻨي.
 اﻷﻫﺪاف .٣
 ﺔ ﻳﻤكﻦ ﺗﻠﺨﻴﺼﻬﺎ ﻓﻴﻤﺎ ﻳﻠي:ﻬﺎ ﻣﻦ ﻫﺬه اﻟﺪراﺳﺔ اﻟﺘﺠﺮﻳﺒﻴاﻷﻫﺪاف اﻟﺘي ﻧﻮد ﺗﺤﻘﻴﻘ
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 اﻟﺘﻌﺮ�ف ﻋﻠى ﺧﺼﺎﺋﺺ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ واﻟﺘﺼﺪي ﻟﻬﺎ ﻓي ﺗﺪرﻳﺲ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ
اﻟﺒﺤﺚ ﻋﻦ ﺧﺼﺎﺋﺺ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ﻣﻦ اﻟﻌﺮﺑﻴﺔ إﻟى اﻹﺳﺒﺎﻧﻴﺔ اﻧﻄﻼﻗﺎ ﻣﻦ اﻟﺒﻌﺪ أ. 
اﻟﺘﻌﻠﻴﻤي واﻟﻤﻬﻨي وﻣﻘﺎرﻧﺘﻬﺎ ﺑﺎﻟﺘﺮﻛﻴﺒﺎت اﻟﻠﻐﻮﻳﺔ اﻷﺧﺮى اﻟﻤﻌﺘﻤﺪة ﻓي ﻛﻠﻴﺔ اﻟﺘﺮﺟﻤﺔ ﺑﺠﺎﻣﻌﺔ 
 ﻏﺮﻧﺎﻃﺔ واﻟﺤﺼﻮل ﻋﻠى ﻧﺘﺎﺋﺞ ﻣﻮﺿﻮﻋﻴﺔ ﻓي ﻫﺬا اﻟﺼﺪد.
 وﺟﺪت واﻟﺘﻌﺮﻳﻒ ﺑﻬﺎ. ﺗﺤﺪﻳﺪ ﻫﺬه اﻟﺨﺼﺎﺋﺺ إنب. 
ﺔ ﺧﻼل اﻟﻤﺮﺣﻠﺔ اﻟﺘﻌﻠﻴﻤﻴﺔ اﻟﺒﺤﺚ ﻋﻦ ﻃﺮق اﻟﺘﺼﺪي ﻟﺘﻠﻚ اﻟﺨﺼﺎﺋﺺ اﻟﻤﺤﺘﻤﻠج. 
 ﻫﺎ إن وﺟﺪت.وﺗﺤﺪﻳﺪ
د. ﻣﻌﺮﻓﺔ اﻟﺼﻌﻮﺑﺎت اﻟﺘي ﻳﻌﺎﻧي ﻣﻨﻬﺎ اﻟﻄﻼب واﻟﻤﺘﺮﺟﻤﻴﻦ اﻟﻔﻮرﻳﻴﻦ اﻟﻤﺤﺘﺮﻓﻴﻦ 
 وﻛﻴﻔﻴﺔ اﻟﺘﺼﺪي ﻟﻬﺎ.
ﻣﺠﻤﻮﻋﺎت  ﻻﻧﺠﺎز ﻫﺬا اﻟﺒﺤﺚ اﺳﺘﻌﻤﻠﻨﺎ ﺛﻼﺛﺔ اﺳﺘﻄﻼﻋﺎت ﻟﻠﺮأي ﻗﺪﱢﻣﺖ ﻟﺜﻼث
 أﺟﺎب ﻋﻠﻴﻬﺎ:
 أﺳﺎﺗﺬة ﻟﻠﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ٧ ▪
 ﻃﺎﻟﺒﺎ ﻣﻦ اﻟﻤﺴﺘﻮى اﻷﺧﻴﺮ ﻣﻦ اﻟﺘﺨﺼﺺ ﻓي اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ٠٢ ▪
 ﻣﺘﺮﺟﻤﺎ ﻣﻘﻴﻤﻮن ﻛﻠﻬﻢ ﺑﺈﺳﺒﺎﻧﻴﺎ. ٢١ ▪
اﻹﺳﺒﺎﻧﻴﺔ، ﻟكﺎﻧﺖ اﻟﻨﺘﻴﺠﺔ: -ﻟﻮ ﻓﺼﻠﻨﺎ اﻟﻤﺴﺘﺠﻮﺑﻴﻦ ﻣﻦ اﻟﺘﺮﻛﻴﺒﺔ اﻟﻠﻐﻮﻳﺔ اﻟﻌﺮﺑﻴﺔ
 ﻣﺘﺮﺟﻤﺎ. ٢١ﻃﻼب و ٧( و ٢أﺳﺘﺎذان )
اﻟﺪراﺳﺔ اﻟﺘﺠﺮﻳﺒﻴﺔ ﻟكﻞ ﻣﻦ أﺳﺎﺗﺬة وﻃﻼب اﻟﺘﺮﻛﻴﺒﺎت اﻷرﺑﻊ اﻟﻤﺪر�ﺳﺔ أﺟﺮﻳﺖ ﻫﺬه 
-إﺳﺒﺎﻧﻴﺔ وأﻟﻤﺎﻧﻴﺔ-إﺳﺒﺎﻧﻴﺔ وﻓﺮﻧﺴﻴﺔ-إﺳﺒﺎﻧﻴﺔ وإﻧﺠﻠﻴﺰﻳﺔ-ﻋﺮﺑﻴﺔ :ﺑﺠﺎﻣﻌﺔ ﻏﺮﻧﺎﻃﺔ، وﻫي
ﺳﺆاﻻ، إﻻ أﻧﻨﺎ رﻛﺰﻧﺎ ﻋﻠى ﺳﺘﺔ أﺳﺌﻠﺔ ﻫي  ٤٤إﺳﺒﺎﻧﻴﺔ. ﻳﺘﺄﻟﻒ ﻫﺬا اﻻﺳﺘﻄﻼع ﻓي إﺟﻤﺎﻟﻪ ﻣﻦ 
 ﻳﺔ ﻣﻦ اﻟﻌﺮﺑﻴﺔ إﻟى اﻹﺳﺒﺎﻧﻴﺔ وﻛﻴﻔﻴﺔ اﻟﺘﺼﺪي ﻟﻬﺎ.اﻟﺘي ﺗﺘﻌﻠﻖ ﺑﺨﺼﺎﺋﺺ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮر
 ﻬﺎﺗﺤﻠﻴﻠاﻟﺒﺤﺚ و ﻧﺘﺎﺋﺞ .٤
 ﺔ ﻋﻠى اﻟﻨﺘﺎﺋﺞ اﻟﺘي ﺣﺼﻠﻨﺎ ﻋﻠﻴﻬﺎ ﻓي اﻷﺳﺌﻠﺔ اﻟﺘﺎﻟﻴﺔ.ﻳﻌﺮﻧﻈﺮة ﺳﻧﻠﻘي اﻵن 
ﻫﻞ ﺗﻌﺘﻘﺪ أن ﻫﻨﺎك ﺧﺼﺎﺋﺺ ﺗﻤﻴ�ﺰ ﻣﻤﺎرﺳﺔ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ﻓي  ․١․٤
 ﺗﺮﻛﻴﺒﺘﻚ اﻟﻠﻐﻮﻳﺔ؟
 ﻓي اﻟﻤﺎﺋﺔ  ٠٠١اﻷﺳﺎﺗﺬة. ﻧﻌﻢ: 
 ﻓي اﻟﻤﺎﺋﺔ ٠٠١: اﻟﻄﻼب. ﻧﻌﻢ
 ﻓي اﻟﻤﺎﺋﺔ ٠٠١اﻟﻤﺘﺮﺟﻤﻮن. ﻧﻌﻢ: 
 322 ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ وﺗﻌﻠﻤﻬﺎ
 
 راﺟﻊ بﻣﺤﺠﻮ ﺑﺸﻴﺮ 
ﻋﻠى ﻣﺎ ﻳﺒﺪو ﻣﻦ ﺧﻼل اﻟﻨﺘﺎﺋﺞ اﻟﻤﺤﺼﻠﺔ، اﻟﻤﺠﻤﻮﻋﺎت اﻟﺜﻼث ﺗﻌﺘﻘﺪ أن ﻫﻨﺎك 
ﻓي اﻟﻤﺎﺋﺔ. أﻣﺎ ﻓي ﻣﺎ ﻳﺘﻌﻠﻖ ﺑﻨﻮﻋﻴﺔ ﺗﻠﻚ  ٠٠١ﺧﺼﺎﺋﺺ ﺗﻤﻴ�ﺰ ﺗﺮﻛﻴﺒﺘﻬﺎ اﻟﻠﻐﻮﻳﺔ ﺑﻨﺴﺒﺔ 
ﻳﻈﻬﺮ ﻛﺬﻟﻚ اﻟﺨﺼﺎﺋﺺ ﻓﻨﻼﺣﻆ اﺧﺘﻼﻓﺎ ﻟﻴﺲ ﺑﻴﻦ اﻟﺘﺮﻛﻴﺒﺎت اﻟﻠﻐﻮﻳﺔ ﻓﺤﺴﺐ ﺑﻞ وأﻧﻪ 
، ١داﺧﻞ اﻟﻤﺠﻤﻮﻋﺎت اﻟﺜﻼث اﻟﺘي ﺗﻨﺘﻤي إﻟى ﻧﻔﺲ اﻟﺘﺮﻛﻴﺒﺔ اﻟﻠﻐﻮﻳﺔ )ﻻﺣﻆ اﻟﺮﺳﻢ اﻟﺒﻴﺎﻧي 














 .ﺧﺼﺎﺋﺺ اﻟﺘﺮﻛﻴﺒﺔ اﻟﻠﻐﻮﻳﺔ ﺣﺴﺐ ﻣﺠﻤﻮﻋﺔ اﻟﻄﻼب: ٢اﻟﺮﺳﻢ اﻟﺒﻴﺎﻧي 
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 .ﺧﺼﺎﺋﺺ اﻟﺘﺮﻛﻴﺒﺔ اﻟﻠﻐﻮﻳﺔ ﺣﺴﺐ ﻣﺠﻤﻮﻋﺔ اﻟﻤﺘﺮﺟﻤﻴﻦ اﻟﻤﺤﺘﺮﻓﻴﻦ: ٣اﻟﺮﺳﻢ اﻟﺒﻴﺎﻧي 
ﺑﺸكﻞ ﻋﺎم، ﻟﻮ ﻋﺪﻧﺎ إﻟى اﻟﻨﺴﺐ اﻟﻤﺤﺼﻠﺔ ﻓي اﻟﻤﺠﻤﻮﻋﺎت اﻟﺜﻼث، ﺳﻨﻼﺣﻆ أن 
اﻟﻤﻤﻴﺰات اﻷﺑﺮز ﻫي اﻟﻌﻮاﻣﻞ اﻻﺟﺘﻤﺎﻋﻴﺔ اﻟﺜﻘﺎﻓﻴﺔ، ﻓﺒﻨﺎء اﻟﺠﻤﻞ واﻟﻬﻴكﻠﺔ اﻟﻠﻐﻮﻳﺔ، ﺛﻢ ﻳﻠﻴﻬﻤﺎ 
إﺳﺒﺎﻧﻴﺔ ﻣﻊ ﺑﺎﻗي -ﻧﺘﺎﺋﺞ ﻣﺠﻤﻮﻋﺔ اﻟﻌﺮﺑﻴﺔاﻷﺳﻠﻮب اﻟﻠﻐﻮي واﻟﻬﻴكﻠﺔ اﻟﺨﻄﺎﺑﻴﺔ. إذا ﻗﺎرﻧﺎ 
اﻹﺳﺒﺎﻧﻴﺔ ﻓﻴﻤﺎ ﻳﺨﺺ اﻷﺳﻠﻮب -اﻟﺘﺮﻛﻴﺒﺎت، ﻧﺮى ﻓﺮﻗﺎ إﻳﺠﺎﺑﻴﺎ ﻟﺼﺎﻟﺢ اﻟﺘﺮﻛﻴﺒﺔ اﻟﻌﺮﺑﻴﺔ
اﻟﻠﻐﻮي وﻣﺴﺘﻮى اﻟﻠﻐﺔ وﻛﺬا اﻟﻌﻮاﻣﻞ اﻻﺟﺘﻤﺎﻋﻴﺔ اﻟﺜﻘﺎﻓﻴﺔ: ﺗﺄﺛﻴﺮ "اﻟﻌﻮاﻣﻞ اﻻﺟﺘﻤﺎﻋﻴﺔ 
"ﺑﻨﺎء اﻟﺠﻤﻞ ﻓي اﻟﻤﺎﺋﺔ،  ٠٩اﻟﺜﻘﺎﻓﻴﺔ" )وﻫﻮ ﻋﺎﻣﻞ ﻣﺸﺘﺮك ﻓي اﻟﻤﺠﻤﻮﻋﺎت اﻟﺜﻼث( 
 ٠٦ﻓي اﻟﻤﺎﺋﺔ، و"اﻟﻬﻴكﻠﺔ اﻟﺨﻄﺎﺑﻴﺔ"  ٠٦ﻓي اﻟﻤﺎﺋﺔ، و"ﻣﺴﺘﻮى اﻟﻠﻐﺔ"  ٠٩واﻟﻬﻴكﻠﺔ اﻟﻠﻐﻮﻳﺔ" 
 ﻓي اﻟﻤﺎﺋﺔ.
 أﺧﺮى:*
ﻣﻦ ﺧﻼل ﺑﻬﺎ  ى ﺑﻌﺾ اﻟﻤﻌﻠﻮﻣﺎت اﻟﻤﻬﻤﺔ اﻟﺘي ا�دﻟيﻋﺜﺮﻧﺎ ﻣﻦ ﺟﻬﺔ أﺧﺮى ﻋﻠ
"، ﺟﺎﺑﺔ اﻟﺤﺮة، وﻧﻘﺼﺪ ﻫﻨﺎ ﺑﺎﻟﺬات: اﻻزدواﺟﻴﺔ "اﻟﻌﺮﺑﻴﺔ وﻟﻬﺠﺎﺗﻬﺎﻺاﻟﻤﺠﺎل اﻟﻤﻔﺘﻮح ﻟ
اﻟﻤﺼﻄﻠﺤﺎت اﻟﻌﺮﺑﻴﺔ اﻟﺨﺎﺻﺔ اﻟﺘي ﻳﺨﺘﻠﻒ ﻣﻌﻨﺎﻫﺎ ﻣﻦ ﺑﻠﺪ إﻟى آﺧﺮ، واﻟﻨﺒﺮة اﻟﻤﺤﻠﻴﺔ، و
ﺼﻌﺐ ﺗﺮﺟﻤﺘﻬﺎ أو ﻻ ﺑﺪﻳﻞ ﻣﺒﺎﺷﺮ وﻣﻔﺎﻫﻴﻢ اﺟﺘﻤﺎﻋﻴﺔ ﺛﻘﺎﻓﻴﺔ ﺗﺣﻀﻮر ﻛﺒﻴﺮ ﻟﻤﺼﻄﻠﺤﺎت و
 وﺟﻮد ﻣﻮاد ﺗﻌﻠﻴﻤﻴﺔ ﺗﺘﻄﺮق إﻟى ﻫﺬهﻟﻬﺎ ﻓي اﻟﻠﻐﺔ اﻹﺳﺒﺎﻧﻴﺔ. واﻷﻫﻢ ﻣﻦ ﻛﻞ ذﻟﻚ ﻫﻮ ﻋﺪم 
" ﻤﺼﻄﻠﺤﺎت اﻟﻌﺮﺑﻴﺔ اﻟﺨﺎﺻﺔ اﻟﺘي ﻳﺨﺘﻠﻒ ﻣﻌﻨﺎﻫﺎ ﻣﻦ ﺑﻠﺪ إﻟى آﺧﺮاﻟأﻣﺎ ﻣﺴﺄﻟﺔ " اﻟﺨﺼﺎﺋﺺ.
، وذﻛﺮ (٧٧: ٣٠٠٢) nesmliW(  و ٧٩٩١)  ﻓﻘﺪ ﺳﺒﻖ وأن ﺗﻄﺮق إﻟﻴﻬﺎ ﻛﻞ ﻣﻦ ﻋﻤﺎﻣي
 .ﻘﻄﺎع اﻟﺰراﻋﺔ واﻟﺘﻐﺬﻳﺔﺑاﻟﺨﺎﺻﺔ اﻟﻤﻔﺮدات ﻫﺬا اﻷﺧﻴﺮ ﺑﺎﻟﺬات 
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 ﻣﺸﺎﻛﻞ ﺗﺘﻌﻠﻖ ﺑﺨﺼﺎﺋﺺ اﻟﺘﺮﻛﻴﺒﺔ اﻟﻠﻐﻮﻳﺔ ․٢․٤
 ﻣﺸكﻠﺔ؟ ﺔﺳﺒﺒﺖ ﻟﻚ ﻫﺬه اﻟﺨﺼﺎﺋﺺ أﻳﻫﻞ 
 ﻓي اﻟﻤﺎﺋﺔ.٠٠١اﻷﺳﺎﺗﺬة. ﻧﻌﻢ: 
 ﻓي اﻟﻤﺎﺋﺔ. ٣٤ﻓي اﻟﻤﺎﺋﺔ. ﻻ:  ٧٥اﻟﻄﻼب. ﻧﻌﻢ: 
ﻓي  ٣،٨ﻓي اﻟﻤﺎﺋﺔ. ﻻ ﻳﻌﺮف / ﻻ ﻳﺠﻴﺐ:  ٣،٨ﻓي اﻟﻤﺎﺋﺔ. ﻻ:  ٣٨اﻟﻤﺘﺮﺟﻤﻮن. ﻧﻌﻢ: 
 اﻟﻤﺎﺋﺔ.
: ﻣﺎ ﻫي ﻫﺬه اﻟﻤﺸﺎﻛﻞ وﻣﺎ ﺗﺮﻛﻨﺎ اﻟﻤﺠﺎل ﻣﻔﺘﻮﺣﺎ أﻣﺎم ﻣﻦ ﻳﺮﻳﺪ اﻟﺘﻮﺳﻊ ﻓي اﻹﺟﺎﺑﺔو
 ﺬة؟ﻫي اﻟﺤﻠﻮل اﻟﻤﺘﺨ
وﻫﺬا ﺗﻠﺨﻴﺺ ﻟﻠﻨﻘﺎط اﻟﺘي رﻛﺰ ﻋﻠﻴﻬﺎ اﻟﻤﺴﺘﺠﻮﺑﻮن ﻋﻼوة ﻋﻠى اﻟﺘي أدﻟﻮا ﺑﻬﺎ ﺳﺎﻟﻔﺎ: 
اﺳﺘﺨﺪام و، ﻓي اﻟﺨﻄﺎﺑﺎت اﻟﻌﺮﺑﻴﺔ ﻠﻔﺼﺤى وﻟﻬﺠﺎﺗﻬﺎ ﺑﺸكﻞ ﻣﺰدوجﻟﺘﻌﻤﺎل ﺳﺎﺋﺪ اﺳ
اﻟﻠﻬﺠﺎت اﻟﻌﺮﺑﻴﺔ، واﻟﻨﻄﻖ اﻟﻤﺤﻠي، واﻟﻤﺼﻄﻠﺤﺎت اﻟﻤﺘﺨﺼﺼﺔ، وﻣﻘﺎﻃﻊ ﺗﺼﻌﺐ ﻣﺨﺘﻠﻒ 
 ، وﻣﻘﺘﻄﻔﺎت ﺷﻌﺮﻳﺔ وأﻣﺜﺎل ﺷﻌﺒﻴﺔ، وﻣﺎ إﻟى ذﻟﻚ.ﺗﺮﺟﻤﺘﻬﺎ إﻟى اﻹﺳﺒﺎﻧﻴﺔ ﻛﻤﻘﺎﻃﻊ ﻗﺮآﻧﻴﺔ
ﻓﺈن ﻫﺬه اﻟﺨﺼﺎﺋﺺ ﻟﻬﺎ ﺗﺄﺛﻴﺮ ﻛﺒﻴﺮ  ﻣﻦ إﺟﺎﺑﺔ اﻟﻤﺘﺮﺟﻤﻴﻦ اﻟﻤﺤﺘﺮﻓﻴﻦ وﻋﻠى ﻣﺎ ﻳﺒﺪو
 .ﺟﻮدﺗﻬﺎﻋﻠى ﻋﻠى اﻟﻤﻤﺎرﺳﺔ اﻟﻤﻬﻨﻴﺔ ﻟﻠﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ و
 ﻣﻨﻬﺞ ﺗﻌﻠﻴﻤي ﺧﺎص ․٣․٤
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  اﻟﺒﺤﺚ ﺧﻼﺻﺔ .٥
 ﻋﻠى ﺿﻮء اﻟﻨﺘﺎﺋﺞ اﻟﻤﺤﺼﻠﺔ واﻟﺘﺤﻠﻴﻞ اﻟﺬي ﻗﻤﻨﺎ ﺑﻪ، ﻓﺈﻧﻨﺎ ﻧﺴﺘﻨﺘﺞ ﻣﻨﻬﺎ ﻣﺎ ﻳﻠي:
ﺘﻌﺪدة ﻣﺜﻠﻬﺎ ﻣﺜﻞ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ﻣﻦ اﻟﻌﺮﺑﻴﺔ إﻟى اﻹﺳﺒﺎﻧﻴﺔ ﺗﺘﻤﺘﻊ ﺑﺨﺼﺎﺋﺺ ﻣ -
اﻷﺧﺮى. ﻣﻦ ﻫﺬه اﻟﺨﺼﺎﺋﺺ ﻣﺎ ﻫﻮ ﻣﺸﺘﺮك وﻣﺎ ﻫﻮ ﺧﺎص ﺑكﻞ ﺗﺮﻛﻴﺒﺔ  اﻟﺜﻼﺛﺔاﻟﺘﺮاﻛﻴﺐ 
 ﻟﻐﻮﻳﺔ. 
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، إﻻ أﻧﻬﺎ ﺗﺒﺪو ﻣﺮﺗﺒﻄﺔ ارﺗﺒﺎﻃﺎ ﻋﻠى اﻟﺮﻏﻢ ﻣﻦ أﻧﻬﺎ ﺗﺘﺸﺎﺑﻪ ﻧﺴﺒﻴﺎ ﻫﺬه اﻟﺨﺼﺎﺋﺺ -
 ﻣﺎ ﻗﺪ ﻳﺠﻌﻞ ﺧﻼﺻﺔ ﻫﺬا اﻟﺒﺤﺚ ﻣﻬﻤﺔﻛﺒﻴﺮا ﺑﺎﻟﻠﻐﺔ اﻟﻤﺼﺪر، أي اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ، وذﻟﻚ 
، ﻋﻠى ﺳﺒﻴﻞ ﺔﻓﺮﻧﺴﻴ-ﺔوﻋﺮﺑﻴ ﺔإﻧﺠﻠﻴﺰﻳ-ﺔ)ﻋﺮﺑﻴ ﻛﺬﻟﻚ ﻟكﻞ اﻟﺘﺮاﻛﻴﺐ اﻟﺘي ﺗﻨﻄﻠﻖ ﻣﻦ اﻟﻌﺮﺑﻴﺔ
دور ﻫﺎم ﻳﺆﺛﺮ ﻋﻠى ﻟﻪ ﻟﺒﻌﺪ اﻟﺸﺎﺳﻊ ﺑﻴﻦ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ واﻹﺳﺒﺎﻧﻴﺔ ااﻟﻤﺜﺎل ﻻ اﻟﺤﺼﺮ(. ﻛﻤﺎ أن 
ﻋﻤﻠﻴﺔ اﻟﺘﺮﺟﻤﺔ، ﺣﻴﺚ أﻧﻬﺎ ﺗﺮﻛﻴﺒﺔ ﻻ ﺗﺘﻤﻴ�ﺰ ﺑﺎﻟﺮواﺑﻂ اﻟﻤﺸﺘﺮﻛﺔ اﻟﺘي ﻗﺪ ﻧﺠﺪﻫﺎ ﺑﻴﻦ اﻟﻠﻐﺎت 
 ذات اﻷﺻﻞ اﻟﻼﺗﻴﻨي ﻋﻠى ﺳﺒﻴﻞ اﻟﻤﺜﺎل.
اﻹﺳﺒﺎﻧﻴﺔ، واﻟﺘي ﺗﻨﺒﻊ ﻋﻠى ﻣﺎ ﻳﺒﺪو ﻣﻦ اﻟﻠﻐﺔ -ﺧﺼﻮﺻﻴﺎت اﻟﺘﺮﻛﻴﺒﺔ اﻟﻌﺮﺑﻴﺔ ﻣﻦ ﺑﻴﻦ -
، ﻋﻼوة ﻋﻠى اﻟﻌﻮاﻣﻞ اﻻﺟﺘﻤﺎﻋﻴﺔ واﻟﺜﻘﺎﻓﻴﺔ وﻫﻴﺎﻛﻞ ﻟﻠﻐﺔ اﻟﻤﺼﺪراﻟﻌﺮﺑﻴﺔ ﻧﻔﺴﻬﺎ وﻫي ا
اﻟﻠﻐﺔ اﻟﻤﺼﺪر )اﻟﻌﺮﺑﻴﺔ( واﻟﻠﻐﺔ اﻟﻬﺪف  ﺑﻴﻦاﻟﺠﻤﻞ وﺑﻨﻴﺘﻬﺎ واﻟﻬﻴﺎﻛﻞ اﻟﺨﻄﺎﺑﻴﺔ اﻟﺘي ﺗﺨﺘﻠﻒ 
)اﻹﺳﺒﺎﻧﻴﺔ(، ﻓﻘﺪ وﺟﺪﻧﺎ ﺗﺄﺛﻴﺮا ﻣﻬﻤﺎ ﻟﻼزدواﺟﻴﺔ اﻟﻠﻐﻮﻳﺔ "اﻟﻌﺮﺑﻴﺔ وﻟﻬﺠﺎﺗﻬﺎ"، واﻟﻨﺒﺮة 
اﻟﻤﺼﻄﻠﺤﺎت اﻟﻌﺮﺑﻴﺔ اﻟﺘي ﻳﺨﺘﻠﻒ ﻣﻌﻨﺎﻫﺎ ﻣﻦ ﺑﻠﺪ إﻟى آﺧﺮ واﻟﻤﻔﺎﻫﻴﻢ اﻟﺘي واﻟﻤﺤﻠﻴﺔ، 
ﻢ اﺟﺘﻤﺎﻋﻴﺔ ﺗﺨﺘﻠﻒ ﺗﺴﻤﻴﺘﻬﺎ ﻣﻦ ﺑﻠﺪ إﻟى آﺧﺮ، ووﺟﻮد ﺣﻀﻮر ﻛﺒﻴﺮ ﻟﻤﺼﻄﻠﺤﺎت وﻣﻔﺎﻫﻴ
ﺛﻘﺎﻓﻴﺔ ﺗﹶﺼﻌ�ﺐ� ﺗﺮﺟﻤﺘﹸﻬﺎ أو ﻻ ﺑﺪﻳﻞ ﻣﺒﺎﺷﺮ ﻟﻬﺎ ﻓي اﻟﻠﻐﺔ اﻹﺳﺒﺎﻧﻴﺔ. واﻷﻫﻢ ﻣﻦ ﻛﻞ ذﻟﻚ ﻫﻮ 
 ﻋﺪم وﺟﻮد ﻣﻮاد ﺗﻌﻠﻴﻤﻴﺔ ﺗﺘﻄﺮق إﻟى ﻫﺬه اﻟﺨﺼﺎﺋﺺ.
ﻋﻠى اﻟﻤﻤﺎرﺳﺔ اﻟﻤﻬﻨﻴﺔ ﻟﻠﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ﺗﺄﺛﻴﺮا ﻧﺴﻴﺒﺎ ﺛﺮ ﺆﻫﺬه اﻟﺨﺼﺎﺋﺺ ﺗﺛﺒﺖ أن  -
وﻗﺪ ﺗﺆﺛﺮ أﻳﻀﺎ ﻋﻠى  اﻟﻤﺤﺘﺮﻓﻴﻦ ﻮﻋﺔ اﻟﻤﺘﺮﺟﻤﻴﻦﻣﻦ اﻟﻌﺮﺑﻴﺔ إﻟى اﻹﺳﺒﺎﻧﻴﺔ ﻋﻠى ﺣﺪ ﻗﻮل ﻣﺠﻤ
ﺟﻮدة اﻟﺘﺮﺟﻤﺔ وﺑﻼﻏﺔ اﻟﻠﻐﺔ اﻷم )اﻟﻌﺮﺑﻴﺔ( ﺣﺴﺐ ﻣﺎ ﺗﺒﻴﻦ ﻣﻦ إﺟﺎﺑﺎت ﻣﺠﻤﻮﻋﺔ اﻟﻤﺘﺮﺟﻤﻴﻦ 
 اﻟﻔﻮرﻳﻴﻦ اﻟﻤﺤﺘﺮﻓﻴﻦ. 
ﺮﻛﺰ ﻋﻠى اﻟﺴﻤﺎت ﻳﺧﺎص ﺗﻌﻠﻴﻤي ﺗﺤﺘﺎج ﻫﺬه اﻟﺨﺼﺎﺋﺺ إﻟى اﻟﻤﻌﺎﻟﺠﺔ ﺑﻤﻨﻬﺞ  -
 ﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ.اﻟﻤﻤﻴﺰة ﻟﻬﺬه اﻟﺘﺮﻛﻴﺒﺔ ﺧﻼل ﻣﺮﺣﻠﺔ ﺗﻜﻮﻳﻦ ﻃﻼب اﻟﺘ
وﻣﻦ ﺑﻴﻦ اﻟﻄﺮق اﻟﻤﻤكﻨﺔ ﻟﻤﻌﺎﻟﺠﺔ ﻫﺬه اﻟﺨﺼﺎﺋﺺ ﻧﺠﺪ اﻟﻤﻮاد اﻟﺘﻌﻠﻴﻤﻴﺔ  -
اﻟﻤﻨﺎﺳﺒﺔ، واﻟﺘﻤﺮﻳﻨﺎت اﻟﻤﺨﺼﺼﺔ ﻟﻤﻌﺎﻟﺠﺘﻬﺎ ﻓي اﻟﻤﺮﺣﻠﺔ اﻟﺘﻜﻮﻳﻨﻴﺔ واﻟﻤﻤﺎرﺳﺔ اﻟﺪاﺋﻤﺔ )ﻋﺒﺮ 
 اﻟﺘﺪرﻳﺐ واﻟﺘﺪرﻳﺐ اﻟﺬاﺗي(.
-ﺟﻮد ﻃﺮق ﻣﻌﻴﻨﺔ ﻟﻤﻌﺎﻟﺠﺔ ﺧﺼﻮﺻﻴﺎت اﻟﺘﺮﻛﻴﺒﺔ اﻷﻟﻤﺎﻧﻴﺔﻫﻨﺎك ﻣﺆﺷﺮات ﺗﺜﺒﺖ و -
اﻹﺳﺒﺎﻧﻴﺔ وﻟﻠﺘﻔﻮق ﻋﻠى ﺻﻌﻮﺑﺎﺗﻬﺎ. ﻏﻴﺮ أﻧﹼﻨﺎ، -اﻹﺳﺒﺎﻧﻴﺔ واﻹﻧﺠﻠﻴﺰﻳﺔ-اﻹﺳﺒﺎﻧﻴﺔ واﻟﻔﺮﻧﺴﻴﺔ
ﺳﺒﺎﻧﻴﺔ، ﻟﻢ ﻧﻌﺜﺮ ﻋﻠى ﻣﺆﺷﺮات ﺗﺜﺒﺖ ﻟﻨﺎ اﻹ-ﺣﺴﺐ إﺟﺎﺑﺎت ﻣﺠﻤﻮﻋﺔ أﺳﺎﺗﺬة وﻃﻼب اﻟﻌﺮﺑﻴﺔ
أن ﻫﺬه اﻟﺨﺼﺎﺋﺺ ﺗﺆﺧﺬ ﺑﻌﻴﻦ اﻻﻋﺘﺒﺎر، ﻋﻠى ﻋﻜﺲ ﻣﺎ ﻳﺤﺪث ﻓي اﻟﺘﺮاﻛﻴﺐ اﻟﻠﻐﻮﻳﺔ 
ﻠﻢ ﻧﺠﺪ أﻳﺔ ﻓاﻟﺘﻌﻠﻴﻤﻴﺔ ﻟﻠﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ﻣﻦ اﻟﻌﺮﺑﻴﺔ إﻟى اﻹﺳﺒﺎﻧﻴﺔ، اﻷﺧﺮى، ﺧﻼل اﻟﻤﺮﺣﻠﺔ 
 ﺧﻄﺔ ﻣﻌﻴﻨﺔ ﻟﻠﺘﺼﺪي ﻟﺨﺼﺎﺋﺺ ﻫﺬه اﻟﺘﺮﻛﻴﺒﺔ اﻟﻠﻐﻮﻳﺔ.
 ﻟﻐﺔ اﻟﺘﺪرﻳﺲ وﻟﻐﺔ اﻟﻤﻤﺎرﺳﺔ اﻟﻤﻬﻨﻴﺔ ․١․٥
ﻓي اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ﺗﺪرﻳﺴﺎﹰ وﻣﻤﺎرﺳﺔﹰ ﻫﻨﺎك ﻗﺎﻋﺪة ﻏﻴﺮ ﻣكﺘﻮﺑﺔ ﺗﺸﻴﺮ إﻟى أن اﻟﻤﻮاد 
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 اﻟﺘﻌﺮ�ف ﻋﻠى ﺧﺼﺎﺋﺺ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ واﻟﺘﺼﺪي ﻟﻬﺎ ﻓي ﺗﺪرﻳﺲ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ
ﻮرﻳﺔ ﻳﺠﺐ أن ﺗﻜﻮن ﺑﺎﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ اﻟﻔﺼﺤى ﻷن اﻟﻤﺴﺘﻌﻤﻠﺔ ﻓي ﺗﺪرﻳﺲ اﻟﺘﺮﺟﻤﺔ اﻟﻔ
اﻟﺘي ﺳﻴﺘﺮﺟﻤﻬﺎ اﻟﻤﺘﺮﺟﻢ ﺑﻌﺪ ﺗﺨﺮﺟﻪ ﺳﺘﻜﻮن داﺋﻤﺎ ﺑﺎﻟﻔﺼﺤى ﻛﻤﺎ أن ﻋﻠى  "اﻟﺨﻄﺎﺑﺎت"
 اﻟﻤﺘﺮﺟﻢ أن ﻳﺘﺮﺟﻢ إﻟى اﻟﻔﺼﺤى داﺋﻤﺎ. وﻟكﻦ اﻟﺴﺆال اﻟﺬي ﻳﻄﺮح ﻧﻔﺴﻪ ﻫﻨﺎ ﻫﻮ: ﻫﻞ
وﻟكﻞ ﺣﺪث نﹼ ﻟكﻞ ﻣﻘﺎم ﻣﻘﺎل ﻛﻞ ﺗﻠﻚ اﻟﺤﺎﻻت؟ أم أﻓي  ﻳﺠﺮى ﺣﻘﺎﹰ ﺑﺎﻟﻔﺼﺤىﻮاﺻﻞ اﻟﺘ
 ﺣﺪﻳﺚ؟
ﺗﺤﺘﺎج ﺗﻠﻚ اﻟﻘﺎﻋﺪة إﻟى ﻗﺪ ﺗﺠﺮﺑﺘﻨﺎ اﻟﻤﺘﻮاﺿﻌﺔ وﺣﺴﺐ اﻟﺒﺤﺚ ﻫﺬا ﺣﺴﺐ ﻧﺘﺎﺋﺞ 
ﺴﺘﻌﻤﻞ ﻋﺎدة ﻓي ﺳﻴﺎﻗﺎت ﻣﺮاﺟﻌﺔ وﺗﻌﺪﻳﻞ ﻓﺜﺒﺖ أﻧﹼﻪ ﻋﻠى اﻟﺮﻏﻢ ﻣﻦ أن اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ﺗﹸ
رﺳﻤﻴﺔ "ﺗﻔﺮض" ﻋﻠى اﻟﻤﺘﺪﺧﻠﻴﻦ اﺳﺘﻌﻤﺎل اﻟﻔﺼﺤى، إﻻ أﻧﻪ ﻓي اﻟكﺜﻴﺮ ﻣﻦ اﻷﺣﻴﺎن، ﺧﺎﺻﺔ 
ﺧﻞ ﻗﺪ أﺣﻀﺮ ﺧﻄﺎﺑﻪ ﻣكﺘﻮﺑﺎ ﻣﺴﺒﻘﺎﹰ، ﻧﺠﺪ اﺳﺘﻌﻤﺎﻻ ﻣﻠﺤﻮﻇﺎ ﻟﻠﻬﺠﺔ إذا ﻟﻢ ﻳكﻦ اﻟﻤﺘﺪ
ﻟﻢ ﻳﺆﺧﺬ ﻫﺬا اﻷﻣﺮ ﺑﻌﻴﻦ اﻻﻋﺘﺒﺎر ﻓي اﻟﻤﺮﺣﻠﺔ  إن ،وﺑﺎﻟﺘﺎﻟي. اﻟﺨﺎﺻﺔ ﺑﺬاك اﻟﻤﺘﺪﺧﻞ
، ﻗﺪ ﻳﻌﺎﻧي اﻟﻄﺎﻟﺐ ﻣﻦ ﻣﺸﺎﻛﻞ ﻋﺪﻳﺪة ﺗﺤﺮﻣﻪ ﻣﻦ أداء ﻣﻬﻨﺘﻪ ﺑﺎﻟﺸكﻞ اﻟﻤﻄﻠﻮب. اﻟﺘﻜﻮﻳﻨﻴﺔ
: ٣٠٠٢) nesmliW ﻟﺘي وﺻﻞ إﻟﻴﻬﺎﺗﺮﻣي أﺣﺪ اﻻﺳﺘﻨﺘﺎﺟﺎت اﺑﺎﻟﺬات  ﻓي ﻫﺬا اﻟﺼﺪدو
 :(٦٧
 ta( slautcelletni naitpygE taht wohs yduts siht ni snoitavresbO
 .sgniteem level-hgih ta neve cibarA laiuqolloc kaeps )tsael
 syawla tsomla si seitisrevinu ta sisahpme eht ,taht etipseD
 .erutaretil ni desu si ti sa cibarA lamrof nopu
 
ﺧﻄﺎﺑﻴﺔ ﺗﻀﻢ ﻋﻴﻨﺔ ﺣﻴﺔ  ذﺧﻴﺮةﻟكﻞ ﻫﺬه اﻻﺳﺘﻨﺘﺎﺟﺎت، ﺷﺮﻋﻨﺎ ﻓي ﺗﺼﻤﻴﻢ  ﻧﻈﺮﻧﺎو
 ﻗﺪ ﺗﹸﺮﺟﹺﻤﺖ ﻣﻦ ﻗﺒﻞ.اﻟﻘﺎﺑﻠﺔ ﻟﻠﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ، ﻣﻨﻬﺎ ﻣﺎ اﻟﺨﻄﺎﺑﺎت ﻣﻦ 
 اﻟﻤﺮﺣﻠﺔ اﻟﺤﺎﻟﻴﺔ واﻵﻓﺎق اﻟﻤﺴﺘﻘﺒﻠﻴﺔ .٦
 أﻧﻬﺎ ﻋﻠى اﻟﺮﻏﻢ ﻣﻦ أن ﻫﺬه اﻟﻨﺘﺎﺋﺞ اﻷوﻟﻴﺔ ﺑﺤﺎﺟﺔ إﻟى اﻟﻤﺰﻳﺪ ﻣﻦ اﻟﺪراﺳﺎت واﻟﺒﺤﺚ، إﻻ
ﺷﺠﻌﺘﻨﺎ ﻋﻠى ﺑﻨﺎء ذﺧﻴﺮة ﺧﻄﺎﺑﻴﺔ ﺗﺘﺄﻟﻒ ﻣﻦ ﺧﻄﺎﺑﺎت اﻗﺘﺒﺴﻨﺎﻫﺎ ﻣﻦ اﻟﻮاﻗﻊ اﻟﻴﻮﻣي ﺑﻐﻴﺔ 
 ﺔاﺳﺘﻌﻤﺎﻟﻬﺎ ﻷﻏﺮاض ﺗﻌﻠﻴﻤﻴﺔ واﺳﺘﻐﻼﻟﻬﺎ ﻛﻤﻮاد دراﺳﻴﺔ ﻓي ﺗﻌﻠﻴﻢ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ﻣﻦ اﻟﻌﺮﺑﻴ
 .إﻟى اﻹﺳﺒﺎﻧﻴﺔ
ﻣﺘﻮاﺻﻠﺔ إﻟى ﺣﺪ ﺑﻘﻴﺖ و ٠١٠٢ﺑﺪأت ﻋﻤﻠﻴﺔ اﻟﺠﻤﻊ ﻓي دﻳﺴﻤﺒﺮ/ﻛﺎﻧﻮن اﻷول 
 "اﻟﺠﺰﻳﺮة ﻣﺒﺎﺷﺮ". واﻋﺘﻤﺪﻧﺎ ﻓﻴﻬﺎ ﻋﻠى ﻣﻮارد ﻣﺘﻌﺪدة أﻫﻤﻬﺎ ﻗﻨﺎة ٢١٠٢دﻳﺴﻤﺒﺮ/ﻛﺎﻧﻮن اﻷول 
)ﻗﻄﺮ( واﻟﺒﻴﺖ اﻟﻌﺮﺑﻲ ﺑﻤﺪرﻳﺪ )إﺳﺒﺎﻧﻴﺎ(، وﻣﺪرﺳﺔ ﻃﻠﻴﻄﻠﺔ ﻟﻠﻤﺘﺮﺟﻤﻴﻦ )إﺳﺒﺎﻧﻴﺎ(، واﻟﻤﻮﻗﻊ 
  أﺧﺮى.ﻣﻦ ﺑﻴﻦ ﻣﻮارد اﻹﻟكﺘﺮوﻧي ﻟﻸﻣﻢ اﻟﻤﺘﺤﺪة )ﻧﻴﻮﻳﻮرك، اﻟﻮﻻﻳﺎت اﻟﻤﺘﺤﺪة اﻷﻣﺮﻳكﻴﺔ(، 
وﺗﻀﻢ ﻫﺬه اﻟﺬﺧﻴﺮة اﻟﺨﻄﺎﺑﻴﺔ إﻟى ﺣﺪ اﻵن ﻣﺎ ﻳﺰﻳﺪ ﻋﻦ ﺧﻤﺴﻤﺎﺋﺔ ﺧﻄﺎب ﻋﺮﺑﻲ 
 922 ﺗﻌﻠﻴﻢ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ وﺗﻌﻠﻤﻬﺎ
 
 راﺟﻊ بﻣﺤﺠﻮ ﺑﺸﻴﺮ 
  :ﺷﺮﻋﻨﺎ ﻓي ﺗﺼﻨﻴﻔﻬﺎ ﺣﺴﺐ ﻋﺸﺮﻳﻦ ﻣﻌﻴﺎرا
ﻣ�ﻮﺿ�ﻊ اﻟﺨﻄﺎب / اﻟﺨﻄﻴﺐ / اﻟﻤﻮﺿﻮع / اﻟﺒﻠﺪ / ﻣﺠﺎل اﻟﺘﺨﺼﺺ / ﻋﺪد اﻟكﻠﻤﺎت 
/ اﻟﺴﺮﻋﺔ ﻓي اﻟكﻼم / اﻟﻤﺼﺪر / ﺗﺎرﻳﺦ اﻟﺘﺴﺠﻴﻞ / اﻟﻨﺒﺮة / ﻧﺴﺒﺔ اﻟﻠﻬﺠﺔ / اﻟكﺜﺎﻓﺔ 
اﻻﺻﻄﻼﺣﻴﺔ / ﻃﺮﻳﻘﺔ اﻟﺘﻌﺒﻴﺮ / ﻣﺴﺘﻮى اﻟﺘﺨﺼﺺ / اﻟﺼﻌﻮﺑﺔ / ﻳﻨﺼﺢ اﺳﺘﻌﻤﺎﻟﻪ ﻓي 
اﻟﻨﺺ اﻟﻤكﺘﻮب ﻟﻠﺨﻄﺎب / ﺻﻴﻐﺔ اﻟﻔﻴﺪﻳﻮ / وﺟﻮد اﻟﻤﺴﺘﻮى / اﻟكﻠﻤﺎت اﻟﻤﻔﺎﺗﻴﺢ / 
 .وﻣﻼﺣﻈﺎت ﻣﻬﻤﺔ
ﺻﻨﻔﻨﺎ إﻟى ﺣﺪ اﻵن ﺣﻮاﻟي ﺧﻤﺴﻴﻦ ﺧﻄﺎﺑﺎ ﻣﻦ دون أن ﻧﻜﻤ�ﻞ اﻟﻤﻌﺎﻳﻴﺮ اﻟﺘي ﺗﺘﻄﻠﺐ 
 .ﻓي اﻟﻤﺮﺣﻠﺔ اﻟﻘﺎدﻣﺔ ﻪﻣﺎ ﺳﻨﻔﻌﻠ ﻣﻘﺎﻳﻴﺲ ﻋﻠﻤﻴﺔ وﻣﻮﺿﻮﻋﻴﺔ. وﻫﺬا
 











































 اﻟﺨﻄﺎﺑﺎت اﻟﻤﺼﻨﻔﺔ ﺣﺴﺐ اﻟﺒﻠﺪ.: ٧اﻟﺮﺳﻢ اﻟﺒﻴﺎﻧي 
  اﻷﻫﺪاف ․١․٦
ﻏﺮﺿﻨﺎ اﻟﺮﺋﻴﺴي ﻣﻦ ﻫﺬه اﻟﻤﺪوﻧﺔ ﻫﻮ اﻟﺤﺼﻮل ﻋﻠى ﻧﺴﺒﺔ ﻛﺒﻴﺮة وﻣﻤﺜﱢﻠﺔ ﻣﻦ اﻟﺨﻄﺎﺑﺎت اﻟﻘﺎﺑﻠﺔ 
ﻟﻠﺘﺮﺟﻤﺔ ﻣﻦ ﻛﻞ اﻟﻌﺎﻟﻢ اﻟﻌﺮﺑﻲ ﻣﻤﺎ ﻳﻀﻊ ﻓي ﻣﺘﻨﺎول اﻟﻄﺎﻟﺐ وﺳﻴﻠﺔ ﻟﻠﺘﻌﻮد ﻋﻠى ﻛﻞ اﻟﺨﺼﺎﺋﺺ 
ﻧﻈﺮا  .)77-67 :3002( nesmliWاﻟﺘي ذﻛﺮﻧﻬﺎ ﺳﺎﻟﻔﺎﹰ، وﻓي ﻧﻔﺲ اﻟﺴﻴﺎق اﻟﺬي ﻳﺸﻴﺮ إﻟﻴﻪ 
ﻳﺔ ﻟﻄﻼب اﻟﺘﺮﺟﻤﺔ ﺑﺸكﻞ ﻋﺎم واﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ﻋﻠى اﻷﺧﺺ، ﻫﺪﻓﻨﺎ ﻟﻠﺤﺎﺟﻴﺎت اﻟﻠﻐﻮ
ﻪ ﻣﻦ ــوﺗﺤﺴﻴﻨ اﻟﻄﻼب ، وﺑﺎﻟﺘﺎﻟي اﻗﺘﺮاﺣﻨﺎ، ﻫﻮ اﻟﺮﻓﻊ ﻣﻦ أداءه اﻟﺬﺧﻴﺮةاﻟﻤﺮﻣﻮق ﻣﻦ ﻫﺬ
ﺧﻼل اﻟﻌﻤﻞ ﻋﻠى ﻫﺬه اﻟﻤﻮاد واﺳﺘﻐﻼﻟﻬﺎ ﻟﻤﻌﺎﻟﺠﺔ اﻟﺨﺼﺎﺋﺺ اﻟﺘي ﺗﻈﻬﺮ ﺑﺸكﻞ أﻛﺜﺮ، 
 .ﻟﻠﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ ﻣﻦ اﻟﻌﺮﺑﻴﺔ إﻟى اﻹﺳﺒﺎﻧﻴﺔ ، ﺧﻼل اﻷداء اﻟﻤﻬﻨيﺑﻌﺪ ﺗﻈﻬﺮﻟﻢ أﺧﺮى رﺑﻤﺎ و
ﻧﻈﺮا ﻟﻠﺼﻌﻮﺑﺎت اﻟﻤﻮﺟﻮدة ﻓي ﻋﻤﻠﻴﺔ ﺟﻤﻊ اﻟﺨﻄﺎﺑﺎت ﻋﻠى و، ﻪﻧﻔﺴ وﻓي اﻟﻮﻗﺖ
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 اﻟﺘﻌﺮ�ف ﻋﻠى ﺧﺼﺎﺋﺺ اﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ واﻟﺘﺼﺪي ﻟﻬﺎ ﻓي ﺗﺪرﻳﺲ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ
كﻮن وﺳﻴﻠﺔ ﻣﻬﻤﺔ ﻹﺟﺮاء أن ﻳاﻟﻤﺠﻤﻊ ﻳﻤكﻦ ﻟﻬﺬا ﺷكﻞ ﻳﺴﻬ�ﻞ ﻣﻌﺎﻟﺠﺘﻬﺎ ﻓي اﻟﻤﺴﺘﻘﺒﻞ، 
ﻮﻋﻴﺔ ﻓي اﻟﻌﺪﻳﺪ ﻣﻦ اﻻﺧﺘﺒﺎرات واﻷﺑﺤﺎث اﻧﻄﻼﻗﺎ ﻣﻦ ﺗﻠﻚ اﻟﺨﻄﺎﺑﺎت، اﺧﺘﺒﺎرات ﻛﻤﻴ�ﺔ وﻧ
، )txetrepyh( ﻋﻠﻢ اﻟﻤﺼﻄﻠﺤﺎت واﻟﻤﻔﺮدات، اﻟﺨﻄﺎﺑﺔ واﻟﺨﻄﻴﺐ، اﻟﺘﻌﺎﺑﻴﺮ، اﻟﻤﻘﺎم اﻟﺘﻮاﺻﻠي
  .إﻟﺦ
 اﻟﻤﺮاﺟﻊ .٧
 اﻟﻤﺮاﺟﻊ ﺑﺎﻟﻠﻐﺔ اﻟﻌﺮﺑﻴﺔ ․١․٧
 دار اﻟﻐﺮب. :، وﻫﺮانﻣﻘﺎرﺑﺎت ﻓي ﺗﻌﻠﻴﻤﻴﺔ اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ  (٣٠٠٢ﺑﺼﺎﻓي، ر. )
 ، اﻟﺮﻳﺎض، دار ﻃﻴﺒﺔ. اﻟﺘﺮﺟﻤﺔ اﻟﻔﻮرﻳﺔ  (٤٠٠٢اﻟﺨﻮﺟﻠي، ﻫـ. )
 : ، ﻣﻠﺒﻮرن )اﺳﺘﺮاﻟﻴﺎ(دﻟﻴﻞ اﻟﺘﺮﺟﻤﺎن ﻓي ﻣﺒﺎدئ اﻟﺘﺮﺟﻤﺔ اﻟﺸﻔﻬﻴﺔ  (٣٠٠٢اﻟﺪروﻳﺶ، م. )
 ﻣﻨﺸﻮرات راﻳﺘﺴكﻮب.
اﻟﺪار اﻟﺠﻤﺎﻫﻴﺮﻳﺔ ﻟﻠﻨﺸﺮ واﻟﺘﻮزﻳﻊ : ، ﻃﺮاﺑﻠﺲ )ﻟﻴﺒﻴﺎ(أﺳﻤﺎك اﻟﻤﺘﻮﺳﻂ ( ٧٩٩١ﻋﻤﺎﻣي، م. )
 واﻹﻋﻼن.
ﺔ اﻟﻌﺮﺑﻴﺔ وﺣﻮار اﻟﺜﻘﺎﻓﺎت اﻟﺘﺮﺟﻤ، ﺟﻤﻌﻴﺔ ﺗﺮﺟﻤﺔ دراﺳﺎت اﻟﺘﺮﺟﻤﺔ (٦٠٠٢) .اﻟﻌﻤﻴﺪ، ع
 .[٤١٠٢/٤٠/٠٢اﻟﻤﺮاﺟﻌﺔ: ]  IcN1a5/lg.oog//:ptth(  )ﻋﺘﻴﺪة
 اﻟﻤﺮاﺟﻊ ﺑﻠﻐﺎت ﻏﻴﺮ اﻟﻌﺮﺑﻴﺔ ․٢․٧
 y eterprétnI led onredauC )2102( .M ,ylA deyaS lE y .J ,oleuzeugelP areliugA
-is y avitucesnoc nóiccudarT .)RA-SE-RA( sosergnoC ed ocisáB ocixéL
 .)MLCU( odeloT ed serotcudarT ed aleucsE :odeloT ,aenátlum
 ,eldnub tcelaid cibarA hsinapS eht fo hcteks lacitammarg A )7791( .F ,etneirroC
  .arutluC ed ebarÁ-onapsiH otutitsnI :dirdaM
 nóicagitsevni al ne secnavA )3002( ).sde( alliniP oibaS .A .J y .A ,síA sodalloC
 .seramoC :adanarG ,nóicaterpretni erbos
 .043-523 ,51 droW ,aissolgiD )9591( .hC ,nosugreF
 ,saicnerefnoc ed nóicaterpretni al ed acitcádid aL )7002( .E ,zednánreF saiselgI
  .seramoC :adanarG
-ebará led nóicaterpretni e nóiccudart al ed lanoiseforp odacrem lE )5002( .N ,imahlI
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1. Introduction 
!لﻮﻃ ىﻠﻋ is a new method for teaching theArabic sounds and letters to the 
Spanish-speaking students. This is not our first Arabic language teaching 
project (Aguilar, Manzano & Zanón: 1998 and 2006), and we have already 
adapted it for the English-speaking students, although it has yet not been 
published in this language. We recommend it be used in a teaching 
environment with a teacher present. 
2.  Objectives of !لﻮﻃ ىﻠﻋ 
The main objective of !لﻮﻃ ىﻠﻋ is to introduce learners to Modern 
Standard Arabic (MSA) from the very beginning, that is to say, starting 
from learning the phonology and writing system. The reading and writing 
system cannot be a lone objective, but a vehicle which takes the pupils to 
other levels of language use easily and naturally. For this reason, it is im-
portant to focus on oral and written skills from the beginning (making the 
most of the graph–sound pair), so that they feed each other. This is very 
useful, as the writing system and some of the sounds of Arabic are totally 
new for the majority of pupils at the beginninger level. Given the huge dif-
ference in the way the Arabic reading–writing is processed (it is cognitive 
by definition: first it is understood and then read), as opposed to other 
languages, such as Spanish (automatic or natural in character: first read, 
then understood), it is essential that we develop oral skills from the very 
beginning.  
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3. Structure and contents 
!لﻮﻃ ىﻠﻋ comprises two parts: the Student’s textbook and the Teacher’s book. 
The outside of the student’s book is presented as an Arabic book, follo-
wing the right to left direction. The structure of the book is not different 
from any other beginner level book for second language acquisition. As 
regards the contents, there is an extensive introduction to the Arabic lan-
guage and writing system (six pages), eight work units and one review unit. 
There is a basic vocabulary list to help with classroom communication and 
relevant to the language used by the  teacher, a few short notes and 
examples of Arabic lettering, an answer key section for the exercises, two 
vocabulary lists: Arabic–Spanish and Spanish–Arabic, and free listening 
exercises and videos downloadable from the publishing house website 
(http://www.herdereditorial.com/section/3857/). 
Each unit contains the following sections: A table with the written 
form and phonetics of the letters; the presentation of diacritical marks, as 
well as items related to graphs, phonetics and grammar; a general voca-
bulary list; a section of proper nouns; a specific lexis section; and reading 
and writing exercises. 
4. Exercises 
The reading exercises were designed to develop visual and aural perception 
and have the following formats: traditional reading exercises; and word, 
sentence and structure differentiation listening exercises, which help rein-
force the written forms that students have learnt. As for the deduction 
exercises, we use internationally used words: political terms, scientific or 
technical neologisms, brand names, etc. 
In writing exercises, students are required to write simple words and 
structures which ensure success and are, therefore, motivational. There are 
several types of them: the traditional handwriting tables, with two hand-
writing styles (ﺦﺴﻧ and ﺔﻌﻗر); additional writing activities based on joining 
and separating letters to make words; written vocabulary exercises to check 
how well they have grasped the lexis of the unit; completing or arranging 
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sentences; forming questions for the answers given; or writing specific 
words, sentences or structures. These combine several skills and reinforce 
writing and phonetics, as well as the linguistic structures they have learnt. 
5. Teaching — Didactic criteria 
These can be summarized in the following way (of course they are not en-
tirely original, but are based in previous bibliography of an important 
extension as, for instance, Feitelson (1988); Al-Batal (1995); Wahba, Taha 
and England (2006) or Aguilar (2010). 
▪ It has been developed in accordance with the Common European 
Framework of Reference for Languages (CEFR). It should be given a lo-
wer grade, A.1.1. It was designed for around 50 – 70 hours of les-
son time (5 – 6 ECTS). 
▪ It has been designed to be used in different academic environ-
ments. Its theory content is also flexible. 
▪ It is based on constructivist learning criteria1.  
▪ The focus is on communication by carrying out specific tasks. 
Even at the very beginning, the language is used to learn new 
things and to transfer, and work with the knowledge that the stu-
dents already have. 
▪ It has been designed to progressively work on the basic skills: oral 
comprehension, written comprehension, oral expression, written 
expression and oral interaction. As a general rule, the written con-
tent has previously been introduced orally.  
▪ Emphasis is placed on the graph–sound pair. Graphemes and pho-
nemes are inextricably linked in all languages, and it is very impor-
tant that students understand this is also the case in Arabic. To 
reinforce this association we have used pictures (there are around 
1 For this reason we start with the most simple letters and then begin to introduce more 
complex graphemes and phonemes. In the later units the pharyngeal and emphatic con-
sonants are studied, as these are articulations that do not exist in European languages. 
The gradual learning of the sounds of a language is a complex issue, and their study —as 
it is obvious— is not new. See, for instance, Jakobson (1968: 46 ff.) and, for the case of 
the pharingeal phonemes, Alosh (1987). 
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200 of them, corresponding to 25% of the vocabulary included in 
the textbook: 800 words), and audio recordings (more than 80). By 
doing so, image, form and sound are linked together in contexts 
that are easy to remember. 
▪ As regards spelling, the habitual form of written Arabic is used: 
limited use is made of the vowels and auxiliary signs.  
▪ Inflection or باﺮﻋإ has been eliminated almost completely (it has 
been reduced to a few cases of pronoun suffixes). 
▪ Arabic letters are never transcribed into Latin characters. 
▪ With regards to phonetics, in keeping with what is considered 
MSA, students are provided with two characteristic registers that 
can be listened to on the recordings: to accept the variety and di-
versity of registers from the very beginning. Phonetics is dealt with 
in depth and this is reflected in the Teacher’s book (we agree with the 
conclusions proposed by Huthaily (2008), although he applies 
them to the teaching of Arabic to English–speaking learners). 
▪ Many cultural references that the students will be familiar with ha-
ve been included: internationally used words; brand names; poli-
tical terms; technical and scientific neologisms; well-known geogra-
phical names, etc. As these can be easily identified, they help rein-
forcing the new graphs and phonetics. 
▪ Similarly, !لﻮﻃ ىﻠﻋ provides a fair amount of references to Arabic 
culture: greetings; anthroponyms and toponyms; the geography 
and politics of the Arab world, etc.  
▪ The alphabetical order of the letters is studied at the end of the 
method, as it is an essential part of language learning. 
▪ Some samples of calligraphy are given.  
6. The Teacher’s book2 
Basically, it comprises two main parts that provide support for working 
with !لﻮﻃ ىﻠﻋ. In addition to listing the criteria, the first of these parts em-
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phasizes the teaching of spelling and, above all, phonetics. Practical guide-
lines are provided, along with a detailed description of Arabic phonology 
(according to the IPA transliteration used by Thelwall (1990), and taking 
into account taking into account the definitions of Corriente (2006)), pho-
netic perception and practice exercises. The second part provides many 
supplementary tasks and exercises that can be used to make the most of 
the theoretical and practical content of !لﻮﻃ ىﻠﻋ.  
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El teatro por escenas en la adquisición del árabe 
desde el nivel básico del MCER 
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Con frecuencia se recurre a la simulación, la escenificación y la interpreta-
ción en el día a día del aula de idiomas para facilitar la adquisición de la 
lengua meta. El objetivo de este artículo es relatar, a través del caso prácti-
co de una escena interpretada por alumnos de nivel básico, nuestra expe-
riencia con dos grupos de teatro en árabe, primero con el grupo Arabuam 
del Departamento de Estudios Árabes e Islámicos de la Universidad Autó-
noma de Madrid desde el año 2000 hasta el 20031 y después con el grupo 
Almadrasa formado por alumnos de lengua árabe de la EOI de Almería 
desde el año 2012. En ambos casos el teatro con alumnos de nivel básico 
ha supuesto el soporte y el pretexto para trasmitir y adquirir mejor la len-
gua árabe y ha deparado resultados gratificantes tanto desde el punto de 
vista de la motivación, la confianza y la participación, como de la adqui-
sición y aprendizaje del árabe. Este artículo pretende promover el uso del 
teatro entre el alumnado de árabe como lengua extranjera incidiendo en 
dos aspectos: contar con el alumnado de nivel básico y plantear desde el 
principio el objetivo de llevar la lengua árabe fuera del aula. 
1. El teatro en el Marco 
1.1. El teatro es una tarea 
El Marco Común Europeo de Referencia para la Lenguas (MCER) establece que 
el teatro es una tarea porque se basa en el uso y no en nociones de la 
lengua y, además, es una tarea que incluye necesariamente un proceso de 
comunicación, pues “los alumnos acceden a participar en situaciones ficti-
1 Arabuam ha continuado representado hasta día de hoy en diversas universidades espa-
ñolas, Casa Árabe, Escuela de Traductores de Toledo, La Casa Encendida, etc. 
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cias en las que usan la lengua meta en vez de la materna, que les resultaría 
más fácil y natural, para llevar a cabo tareas centradas en el significado” 
(MCER, 2002: 155). Los estudios de adquisición de lenguas postulan que 
los mecanismos conducentes a la capacidad de uso de la lengua consisten 
necesariamente en el ejercicio de ese uso ya que una lengua se adquiere 
usándola, transmitiendo información y sentimientos. 
Además el Marco presenta el teatro como una tarea “múltiple”, pues 
es una tarea “pedagógica” a la vez que una tarea de “la vida real”. Tarea 
“pedagógica”, en oposición a los ejercicios que se centran en la práctica 
descontextualizada de aspectos formales, porque “sólo se relaciona indirec-
tamente con las necesidades de los alumnos, a la vez que pretende desarro-
llar la competencia comunicativa” (MCER, 2002: 155). También es una 
tarea de la “vida real” en tanto que las escenas se eligen según las necesida-
des que tienen los alumnos fuera del aula en los ámbitos personal y públi-
co, y cuya “realización por parte del individuo supone la activación estra-
tégica de competencias específicas, con el fin de llevar a cabo una serie de 
acciones intencionadas en un ámbito concreto con un objetivo claramente 
definido y un resultado específico” (MCER, 2002: 155). 
Es igualmente una tarea integradora, pues se puede enfocar de tal 
manera que todas las destrezas de la lengua, incluso la escrita, se pongan en 
práctica a lo largo de la preparación (usar la caligrafía en carteles para el 
decorado, la escritura creativa para adaptar un texto, cambiar el final o re-
construir transiciones) y de la ejecución (escribir pancartas en escena), así 
como garantiza la comprensión del significado en el contexto de una situa-
ción comunicativa real y requiere el uso de competencias verbales y no ver-
bales (música, luces, decorado, subtítulos, vestuario, acciones paralingüís-
ticas, lenguaje corporal, sonidos extralingüísticos del habla) que se encua-
dran en el enfoque orientado a la acción, por lo que la lengua se adquiere 
usándola en un contexto concreto donde los aprendientes no son sujetos 
pasivos, sino agentes y actores. 
1.2. El teatro, más que una tarea 
No obstante, el teatro es más que una tarea múltiple e integrada porque 
figura en dos apartados más del Marco: entre los “usos imaginativos y esté-
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ticos de la lengua” y como una característica distintiva para “el conocimiento 
sociocultural”. Como “uso estético de la lengua” es importante tanto en el 
campo educativo como en sí mismo, porque “cumple fines educativos, inte-
lectuales, morales, emocionales, lingüísticos y culturales” (MCER, 2002: 59). 
Como parte del “conocimiento sociocultural”, permite “el conocimiento de la 
sociedad y de la cultura de la comunidad o comunidades en las que se habla el 
idioma y por lo tanto es un aspecto del conocimiento del mundo —-no de la 
lengua. Merece especial atención, sobre todo porque, al contrario que muchos 
otros aspectos del conocimiento, es probable que no se encuentre en la expe-
riencia previa del alumno o, si se encuentra, es posible que dicho conoci-
miento sociocultural esté distorsionado por los estereotipos” (MCER, 2002: 
100). El teatro por ende puede considerarse una vía efectiva para suprimir 
“los estereotipos” tan patentes en nuestra sociedad en lo relativo a la 
cultura árabe islámica. 
1.3. El teatro, “supuestamente” para el nivel intermedio 
En las tablas con descriptores de la escala DIALANG recogidas el anejo C 
del Marco (MCER, 2002: 217) para la autoevaluación de la capacidad 
lingüística se establece clasificado por destrezas lo que el aprendiente es 
capaz de hacer mediante el uso de la lengua en los distintos niveles comu-
nes de referencia A, B y C (el árabe no está recogido en el Marco ni en 
dichas escalas por no estar reconocido como lengua europea). Curiosa-
mente no aparece el uso del teatro en ninguna de las cuatro destrezas del 
nivel básico y figura por primera vez “la comprensión auditiva de obras de 
teatro” para un nivel B2, siendo éste el nivel estimado con el que se 
termina la Escuela Oficial de Idiomas y un nivel superior al que tienen los 
alumnos de primer a tercer curso de los planes de Estudios Árabes e 
Islámicos de la Universidad española. 
La propuesta central de este artículo —conforme a la experiencia de 
Arabuam en la que alumnos de un nivel estimado A1-A2, máximo B1, de 
Universidad representaban obras de teatro literario, ganando incluso los 
premios del jurado en Tánger y Mostaganem, y después con el grupo Al-
madrasa con alumnos de nivel A1 y A2 de escuela de idiomas representan-
do escenas cortas cómicas— es que no sólo se puede hacer teatro con 
alumnos de nivel básico, sino que es altamente recomendable. 
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2. El teatro “por escenas” con alumnos de nivel básico 
A continuación se detallan de forma sucinta los pasos que consideramos 
más importantes para representar una obra o un conjunto de escenas con 
alumnos de nivel básico de árabe, poniendo de relieve la evolución entre 
ambas experiencias debida al progreso en los últimos diez años de las tec-
nologías de la información y de la comunicación, así como a las diferencias 
inherentes al estudio de la lengua árabe entre el ámbito universitario y el de 
la Escuela de Idiomas. 
2.1. Fuera de las horas lectivas y con carácter voluntario 
Los miembros deben integrarse en el grupo de forma voluntaria y, por tan-
to, los ensayos y reuniones deben tener lugar fuera del horario lectivo. No 
todos los alumnos quieren o son capaces de realizar una actividad dramá-
tica en clase debido a que entran en juego factores de actitud y afectivos, 
como el sentido del ridículo, la desinhibición y no es posible aprender 
divirtiéndose si se interpreta de mala gana. De hecho, varios estudios 
cuestionan el uso del teatro en clase a causa de razones de índole anímica y 
de carácter. Otro elemento clave del carácter voluntario del taller de teatro 
es que así se abre a todos los niveles y no se reduce a un mismo curso o a 
quienes comparten aula, sino que participan alumnos de varios niveles y 
cursos que se ayudan en el aspecto lingüístico y se conocen en el aspecto 
humano por lo que el taller de teatro favorece los intercambios personales 
y pedagógicos entre todos aquellos que estudian una misma lengua y 
supera al grupo restringido del aula para abarcar todo el departamento, 
beneficiando incluso a los que no participan puesto que pueden ver desde 
fuera los progresos de sus compañeros y calibrar de mejor modo las 
dificultades que entraña el aprendizaje de la lengua. 
2.2. Determinar situaciones comunicativas y buscar escenas 
en soporte audiovisual 
Una vez formado el grupo, el profesor (puede ser uno de los alumnos) 
propone una selección de escenas cómicas, preferiblemente, en las que se 
desarrollen funciones comunicativas y situaciones concretas que incluso se 
hayan podido ver en clase y que vengan determinadas por los niveles co-
munes de referencia.  
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En este sentido, algunas de las escenas del repertorio ya repre-
sentadas para el caso de nivel básico según la función comunicativa son: 
“Dar y recibir instrucciones para encontrar una dirección”, (تﺎﺘﻓﻼﻟا ﺐﺣأ) 2, 
Me gustan los letreros ; “pedir algo y rechazar”, (لﺎﻤﺤﻟاو ﺎﺤﺟ), Yuha y el carga-
dor3; “comprar y regatear”, (�ﺮﺼﻤﻟا ﻊﺋﺎﺒﻟا), El vendedor obstinado4; “dar y pedir 
información personal”, (ﻒﻇﻮﻤﻟا يﻠﻋ) El funcionario Ali5; “interactuar en si-
tuaciones habituales como el control de pasaportes del aeropuerto”, ) يﻓ
(كرﺎﻤﺠﻟا 6, En la aduana. Y podrían fijarse otras muchas similares como: 
“pedir en un restaurante”; “ir a la consulta del médico”, “reservar habita-
ción en un hotel”, “actividades cotidianas”, etc. 
El material en el que basarse puede ser publicado y auténtico, no 
producido con fines lingüísticos, que es lo óptimo según nuestra forma de 
ver, o diseñado con fines educativos, ya sea de educación infantil o de di-
dáctica de segundas lenguas. Del mismo modo puede ser en árabe 
moderno estándar o en alguna de las variantes coloquiales. 
Es preferible que el texto de partida de la escena comunicativa sea en 
soporte vídeo, que contenga movimiento, escenificación, expresión corpo-
ral y una interpretación y dicción llevada a cabo por actores profesionales, 
porque el profesor tiene la competencia de lengua árabe, pero no tiene por 
qué ser director de teatro. Para escenificar, pueden bastar las aportaciones 
de los alumnos, no obstante, cuando Arabuam empezó a participar en 
Festivales Internacionales (FEITAT Festival Internacional de Teatro 
Amateur de Tánger en 2001, Festival Euromediterráneo de Mostaganem 
en 2001 y el Festival de Teatro Joven Shams de Beirut en 2004), después 
2 La escena original de al-Manahil en YouTube titulada “Directions & Signs Arabic”: 
http://www.youtube.com/watch?v=7qBXLlJoBh8&feature=results_main&playnext=1&
list=PL1749EDEC19209628 [Consulta: 20/04/2014]. 
3 Saleh, Cuentos tradicionales árabes, p. 15. 
4 El enlace a esta escena se presenta como ejemplo al final del artículo. 
5 Deheuvels, Manuel d’Arabe Moderne, p. 201. 
6 Recueil de textes arabes, vol. I., p. 14. CDRP de Lorraine. Revue TextArab. http://www.textarab.ac-
versailles.fr./ [Consulta: 20/04/2014]. 
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de la primera función de El Mamarracho7 (جﺮﻬﻤﻟا)8 de Muhammad al Magut 
en Tánger, cuando los doce actores que participaban en la obra estuvieron 
aliviados de la carga de la memorización, se plantearon la necesidad de 
desarrollar y profundizar la dramatización y recurrieron a un director de 
escena para trabajar la técnica teatral. Igual que se hizo posteriormente con 
Las espinas de la paz (مﻼﺴﻟا كاﻮﺷأ)9 de Tawfiq al Hakim. 
Si bien no es necesario, también es aconsejable partir de un vídeo o 
de una audición dramatizada para lograr con menos esfuerzo una buena 
pronunciación. La lectura de textos originales en árabe para no nativos 
occidentales presenta una dificultad añadida inexistente en otras lenguas 
europeas (Khorshid, 2010: 231), especialmente para el nivel básico, que hi-
cieron que el profesor y miembro del grupo Ignacio Gutiérrez de Terán, 
tras detectar numerosos errores de vocalización y para facilitar el trabajo 
de memorización, grabase en casete las obras El canto de la muerte ( ﺔﻴﻨﻏأ
تﻮﻤﻟا) y La casa de las hormigas10 (ﻞﻤﻨﻟا ﺖﻴﺑ)11, también de Tawfiq al Hakim, 
o El viaje del ciudadano Hanzala (ﺔﻠﻈﻨﺣ ﺔﻠﺣر)12 de Saadallah Wannus. 
Además, para poder trabajar y entender bien las obras había que buscar 
entre las versiones de teatro árabe existentes en castellano y, en caso de no 
existir, había que traducirla al castellano como fue el caso de Las Espinas 
para la Paz13. 
Se puede prescindir del director, la grabación, la traducción, de mu-
chas horas de trabajo y conseguir mejores resultados lingüísticos si, en lu-
7 Al Magut M., El Mamarracho, (trad. Waleed S. Alkhalifa, Raquel D. Mesa), 
Ayuntamiento de Motril, 1992. 
8 ١٩٩٨ ،ىﺪﻤﻟا راد ،ﻖﺸﻣد ،جﺮﻬﻤﻟا ،طﻮﻏﺎﻤﻟا ﺪﻤﺤﻣ 
9 ١٩٦٥ ،بادﻵا ﺔﺒﺘكﻣ ،ةﺮﻫﺎﻘﻟا ،مﻼﺴﻟا كاﻮﺷأ ،ﻢﻴكﺤﻟا ﻖﻴﻓﻮﺗ. 
10 Al Hakim, T. “La gente de la caverna y tres piezas en un acto: La casa de las hormigas, 
De la noche a la mañana, El canto de la muerte. (Trad. Federico Corriente, Mª Eugenia 
Gálvez, Joaquín Vallvé y Pedro M. Montávez), Madrid, Instituto Hispano-Árabe de Cul-
tura (IHAC), 1963. 
11 ١٩٩٤ ،يﻧﺎﺜﻟا ﺪﻠﺠﻤﻟا ،نﺎﻨﺒﻟ ﺔﺒﺘكﻣ ،ﺔﻠﻣﺎكﻟا تﺎﻔﻟﺆﻤﻟا ،ﻢﻴكﺤﻟا ﻖﻴﻓﻮﺗ. 
12 ١٩٩٠ ،بادﻵا راد ،توﺮﻴﺑ ،ﺔﻠﻈﻨﺣ ﺔﻠﺣر ،سﻮﻧو ﻪ�ﻟاﺪﻌﺳ. 
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gar de partir de un texto literario escrito, partimos de una escena de vídeo. 
Los elementos suprasegmentales del lenguaje: el acento, la entonación, el 
ritmo y las pausas son difíciles de imprimir en un texto escrito, darle vida, 
más tratándose de alumnado de nivel inicial de árabe. Se trata en gran parte 
de imitar la actuación y dicción de un actor profesional aportando un 
toque personal. Así se eleva el punto de partida, se optimizan recursos y 
tiempo y se aseguran mejores resultados interpretativos sin recurrir a un 
director de escena. 
2.3. 2.3 Dinámica de trabajo en el teatro por escenas con 
Almadrasa 
▪ Una vez formado el grupo de diez miembros de forma voluntaria 
por 9 alumnos y el profesor, en horario no lectivo de dos horas en 
grupo por semana durante un trimestre, se vieron las cinco escenas 
elegidas ajustadas a los contenidos de nivel básico, se contextuali-
zaron, comentaron y se trabajó con ejercicios de huecos, de foné-
tica y repeticiones corales de estructuras. 
▪ Una vez entendidas las escenas por los miembros del grupo, se 
procede al reparto libre de los roles según las escenas. Un fuerte 
argumento a favor de presentar cinco escenas en lugar de una sola 
obra es poder dividir el grupo en cinco parejas, una pareja por 
escena, puesto que la mayor parte de la práctica se hace en pareja y 
de esta forma se multiplica la capacidad y la posibilidad de ensayo, 
a la vez que se flexibilizan los horarios, pues cada pareja puede 
quedar para ensayar con más facilidad. Se hace una puesta en 
común una vez por semana para hacer la evaluación del conjunto, 
hacer sugerencias y aportar cambios de forma que todos participen 
en la preparación de todas las escenas. El teatro no es concebido 
como un fin, preparar la función y cada uno a su papel, sino como 
el eje vertebrador para el desarrollo de diversas actividades en las 
que todos y cada uno de los alumnos son imprescindibles. 
▪ Es importante que los alumnos sean de grupos y niveles diferentes, 
porque donde más se trabaja es con el compañero y aquí entra en 
juego el aprendizaje cooperativo y la interlingua, de forma que los 
alumnos de cursos más avanzados ayudan a los de menos nivel, se 
compensan los niveles de lengua dentro del grupo, y la interven-
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ción del profesor a la hora de corregir es puntual y mínima. 
2.4. Ejemplo, una escena de Almadrasa 
Al final de artículo y antes de las referencias aparecen dos enlaces de You-
Tube a la escena de El vendedor obstinado (�ﺮﺼﻤﻟا ﻊﺋﺎﺒﻟا): uno al vídeo original 
de la serie de educación infantil Al-Manahil (ﻞﻫﺎﻨﻤﻟا)13F14, y el otro a la repre-
sentada en el mes de abril de 2012 por dos alumnas de segundo de nivel 
básico de la Escuela de Almería. 
Al verla es fácil comprobar que los contenidos gramaticales y el vo-
cabulario de la escena se adecuan al nivel básico del Marco. A continuación 
se detallan algunos aspectos lingüísticos: 
▪ El diálogo se desarrolla básicamente con frases nominales: 
 ةﺮﻴﺜﻛ ءﺎﻴﺷأ ءاﺮﺸﻟ ﺔﺻﺮﻓ ﻚﻣﺎﻣأ/ﺪﻳﺪﺟ ﺪﺣاو بﻮﻛ ءاﺮﺷ يﻓ ﻚﻳأر ﺎﻣ/  ىﻟإ ﺔﺟﺎﺤﺑ ﺖﺴﻟ
ﻊﻴﺒﺗ ﺎﻤﻣ ءيﺷ/ 
▪ Aparece reiteradamente el singular, el dual y el plural fracto. 
 /ﺲﻧﺎكﻣ ،ﻦﻴﺘﺴﻨكﻣ ،ﺔﺴﻨكﻣقﺎﺒﻃأ نﺎﻘﺒﻃ ﻖﺒﻃ باﻮﻛأ نﺎﺑﻮﻛ بﻮﻛ / 
▪ Se introduce el masdar con ءاﺮﺷ. 
▪ El verbo ﺪﻳﺮﻳ دارأ. 
▪ Aparecen interjecciones y expresiones difíciles de aprender descon-
textualizadas: 
 فﺮﻋأ ،ﺖﺤﻤﺳ ﻮﻟ ﺔﻈﺤﻟ ﺔﻈﺤﻟ ،بر ﺎﻳ ﺮﺒﺼﻟا ،ﻊﺒﻄﻟﺎﺑ ﻊﺒﻄﻟﺎﺑ ،لﻮﻗأ ﺎﻣ ﻊﻤﺳا ،ﻪ�ﻟاو ﻪﻳإ
فﺮﻋأ 
▪ Aunque también aparecen aspectos que están por encima del nivel 
del alumno: se pueden elidir, adaptar o que el alumno se esfuerce, 
lo entienda y de este modo se anticipan elementos que verán más 
adelante. En esta escena aparece en dos ocasiones el yusivo; una 
negación de imperativo: ﻔﻴﺨﺳ ﻦﻜﺗ ﻻﺎ , y otra con negación del 
pasado: ارﻮﻓ ﻚﻟذ ﻢﻬﻓأ ﻢﻟ اذﺎﻤﻟ. 
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▪ Las razones que justifican la inclusión de esta escena y no otra son 
varias: en primer lugar para destacar la entonación, el ritmo y las 
pausas que han logrado las dos alumnas y que en buena medida se 
deben a inspirarse en la interpretación de actores profesionales. 
Obviamente existen algunos fallos de pronunciación, no olvidemos 
que se trata de alumnos de nivel básico. Otro factor que ha deter-
minado la elección de esta escena es el estar tomada de un progra-
ma educativo infantil dirigido a nativos, lo que avala un alto nivel 
de corrección de lengua, a la vez que es un documento que con-
lleva un conjunto de elementos socioculturales de la cultura meta 
de gran valor para el estudiante de lenguas extranjeras. 
▪ Otras escenas de la misma función de Almadrasa podrían servir pa-
ra abordar en este artículo el registro de lengua, ya sea en árabe 
moderno estándar o en variante coloquial, no obstante no es el 
momento de tratar ahora este aspecto, si bien es verdad que el 
árabe coloquial se ajusta mejor a la realidad de las situaciones co-
municativas presentadas en el nivel básico. 
2.5. Sacar el árabe fuera del aula 
Frente a las actividades y tareas que se hacen en el aula: representaciones, 
juegos de rol, simulaciones y otras, el teatro como tal exige público, empe-
zando por el resto de alumnos del departamento que también se motivan 
viendo los logros de sus compañeros. El teatro cohesiona los distintos ni-
veles del centro y además, desde el punto de vista del “uso estético y 
artístico” y del “conocimiento sociocultural”, es tan importante escenificar 
como presenciar, tanto actor como espectador sacan provecho. 
Pero además cuanto más se salga del centro a representar, mejor. 
Hace casi cincuenta años el método Del Golfo al Océano, basado en el méto-
do estructuro-global audio-visual, consistía precisamente en introducir 
escenas simpáticas de la vida cotidiana en el aula, con unos personajes 
conocidos en el entorno de Beirut. Aquel método, que trabajaba el ritmo y 
la entonación de forma pionera, simulaba situaciones comunicativas reales 
en el aula. Según Jarjoura Hardane: “si el profesor no puede llevar los 
alumnos a una cafetería de El Cairo, entonces hay que montar la cafetería 
de El Cairo en clase”.  
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Esta es una buena práctica dentro del aula, sin embargo, el teatro li-
terario o por escenas va más allá de los compañeros, llega a los estudiantes 
de árabe de otros centros y brinda la posibilidad de actuar con público 
árabe. En este sentido, la primera representación de Arabuam ante público 
nativo fue en un encierro de jóvenes inmigrantes marroquíes que tenía lu-
gar en la Universidad Complutense, y el verlos reír y divertirse cuando se 
actúa es algo que motiva mucho, da confianza y ayuda a la hora de mane-
jarse en un país árabe. 
3. Conclusión 
¿Por qué el teatro? Porque, cuando uno tiene que subir a un escenario, tra-
baja más, se esfuerza enormemente y da lo mejor de sí. Los alumnos ad-
quieren mejor la lengua, ganan confianza en la expresión oral y cada vez 
van siendo capaces de construir frases más elaboradas y complejas. Ade-
más, a la vuelta al aula, las clases son más dinámicas y el estudio y las rela-
ciones en el departamento más amenas. Aprender un papel y actuar im-
plica poner en práctica todas las competencias, memorización, lectura, 
soltura, fluidez, comprensión, entonación, y aplicarlas en la vida real, estre-
char relaciones con nativos y no nativos. Otra virtud, en este tiempo de 
recortes, es que no conlleva ningún gasto extra y pueden salvarse todas las 
barreras con imaginación, cooperación y solidaridad. 
¿Por qué en el nivel básico? Es importante comenzar desde la etapa 
inicial del aprendizaje con la pronunciación para evitar que los errores fo-
nológicos se fosilicen (Aguilar, 2010: 116), del mismo modo conviene 
hacer teatro especialmente en nivel básico por el alto índice de abandono 
de alumnos de árabe LE en este nivel. Los profesores debemos prestar 
atención a las experiencias de éxito que nos permiten enganchar a los prin-
cipiantes que son, como es lógico, los más numerosos y los que más 
abandonan. No es casual que algunas compañeras ya arabistas que entra-
ron en Arabuam cuando aún estaban en primer curso, años después, sos-
tengan que su implicación en el grupo de teatro supuso un fuerte aliciente 
para continuar con el estudio del árabe. 
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4. Enlaces de la escena presentada: 
La escena de “El vendedor obstinado” en YouTube por Almadrasa: 
http://www.youtube.com/watch?v=FKP8a_CAUGc&feature=
player_detailpage [Consulta: 20/04/2014]. 
La escena original de al-Manahil en YouTube titulada “singular, dual and 
plural Arabic”: http://www.youtube.com/watch?v=EpYrKON 
XWpQ [Consulta: 20/04/2014]. 
5. Referencias  
Aguilar, V. (2010) “La enseñanza de la pronunciación en árabe: una 
propuesta”, en V. Aguilar, L.M. Pérez Cañada y P. Santillán 
Grimm (eds.) Enseñanza y aprendizaje de la lengua árabe, Murcia: 
Editum (Ediciones de la Universidad de Murcia), 115-129. 
Arabuam, taller de teatro: http://www.uam.es/departamentos/filoyletras/ 
earabes/html/teatro/teatro.htm [Consulta: 20/04/2014]. 
Blanco Rubio, P. (2005) “El teatro de aula como estrategia pedagógica: 
proyecto de innovación e investigación pedagógica”; 
http://www.cervantesvirtual.com/obra/el-teatro-de-aula-como-
estrategia-pedagogica-proyecto-de-innovacion-e-investigacion-
pedagogica--0/ [Consulta: 20/04/2014]. 
Damaj, A. (2010) “Al-Andalus en el teatro histórico español y árabe”, en 
Al-Andalus y el mundo árabe (711-2011). Granada: Sociedad Espa-
ñola de Estudios Árabes, 347-366. 
Deheuvels, L-W. (1997) Manuel D’Arabe Moderne, vol. I, Paris, L’Asia-
thèque. 
 Dorrego, L., Ortega, M. (1996) Técnicas dramáticas para la enseñanza del espa-
ñol, Madrid: Servicio de publicaciones de la Universidad de Alca-
lá de Henares. 
Hardane, J. (1979) Du golfe à l’Oceán, Paris: Didier / Hatier. 
Enseñanza y Aprendizaje de la Lengua Árabe 249 
 
A. MARTÍNEZ 
Khorshid, A. (2010) “ ﻠﻟ ﺔﻴﺑﺮﻌﻟا ﺔﻐﻠﻟا ﻢﻴﻠﻌﺗ يﻓ ﺔﺟرﺪﺘﻤﻟا ﺺﺼﻘﻟا لﻼﻐﺘﺳاﻦﻴﺋﺪﺘﺒﻤ ”, 
en V. Aguilar, L.M. Pérez Cañada y P. Santillán (eds.) Enseñanza 
y aprendizaje de la lengua árabe, Murcia: Editum (Ediciones de la 
Universidad de Murcia), 231-239. 
Lirola, P. (2008) Teatro árabe en español: bibliografía de estudios, texto y traduc-
ciones, Madrid: Cantarabia. 
Marco Común Europeo de Referencia para las Lenguas: Aprendizaje, enseñanza, 
evaluación. 2002 Instituto Cervantes para la traducción en 
español; http://cvc.cervantes.es/obref/marco [Consulta: 
20/04/2014]. 
Pomposo Yanes, L y E. Monteagudo Galisteo (1999) “En busca de la iden-
tidad perdida: El uso de las técnicas dramáticas en la clase de ELE”; 
http://cvc.cervantes.es/ensenanza/biblioteca_ele/asele 
/pdf/10/10_0539.pdf [Consulta: 20/04/2014]. 
Recueil de textes arabes, vol. I., CDRP de Lorraine, revue TextArab. 
http://www.textarab.ac-versailles.fr./ [Consulta: 20/04/2014]. 
Redouane, L. “Apprendre l'arabe par le théâtre : un atelier unique à Paris” ; 
http://www.abonneecole.net/Apprendre-l-arabe-par-le-theatre-
un-atelier-unique-a-Paris_a1404.html [Consulta: 20/04/2014]. 
Saleh, W. (2000) Siglo y medio de teatro árabe, Madrid: UAM. 
Saleh, W., T. Gallega, M. Cabello y V. C. Navarro (1997), Cuentos tradicio-
nales árabes: Antología didáctica y bilingüe, Xátiva: AECI Ministerio 
de Asuntos Exteriores. 
Tejerina Lobo, I. (2011) “La educación en valores y el teatro. Apuntes para 







ﺔ�ﻳﻮﺸﺑ ﺔ�ﻳﻮﺸﺑ — b šwiyya b šwiyya. 
 Un manual A1 para el aprendizaje 
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1. ¿Qué es ﺔ�ﻳﻮﺸﺑ ﺔ�ﻳﻮﺸﺑ? 
Es un manual destinado a estudiantes de AM/LE (Árabe Marroquí / Len-
gua Extranjera)1 de cualquier edad que quieran iniciarse (poco a poco) en 
el estudio del AM y de su cultura de una forma práctica, dinámica y 
novedosa. Ha sido realizado por Francisco Moscoso García, Nadi 
Nouaouri Izrelli y Óscar Rodríguez García. Se enmarca dentro del 
proyecto de investigación “Árabe / Lengua extranjera: retos, registros y 
recursos (Ministerio de Ciencia e Innovación, ref.: FFI2010-18319)”, 
vinculado a la Universidad de Murcia y dirigido por la Dra. Victoria 
Aguilar. Es el primer paso de un proyecto de mayor envergadura que 
sentará las bases para la adaptación del AM al MCER (Marco Común Europeo 
de Referencia para las Lenguas) y que cubrirá los primeros niveles de esta 
lengua llevando al estudiante desde un usuario básico hasta un usuario 
independiente (A1, A2 y B1). El manual cuenta además con un cederrón 
con grabaciones de audio y video. 
2. Características 
En la elaboración del manual, y siguiendo siempre los consejos del MCER, se 
ha privilegiado un enfoque orientado a la acción en el que la competencia 
1 F. Moscoso García, N. H. Nouauri & O. Rodríguez García (2013) ﺔ�ﻳﻮﺸﺑ ﺔ�ﻳﻮﺸﺑ B chuiya b 
chuiya Árabe marroquí / Arabe marocain / Moroccan Arabic. A1, Almería: Albujayra. 
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comunicativa es la base principal, integrando todas las destrezas y conside-
rando en todo momento al alumno como protagonista de su propio apren-
dizaje. Los ejercicios están dirigidos al trabajo individual, por parejas o en 
pequeños grupos. Las actividades son dinámicas, actuales y reales, dando 
importancia al contenido cultural cotidiano de la sociedad marroquí. 
Teniendo en cuenta que el alumno es el protagonista del proceso de 
enseñanza y aprendizaje, la tipología de las actividades se presenta en base 
a estas consideraciones: resolución de problemas, actividades basadas en la 
cognición, vacíos de información, simulaciones, juegos de rol e invención 
de finales y principios. 
Ha sido diseñado para su utilización en una clase de enseñanza de 
árabe marroquí como segunda lengua, por eso la mediación y la interacción 
entre los compañeros de clase y el profesor se convierte en algo funda-
mental a la hora de consolidar los contenidos de cada unidad. Por la distri-
bución en unidades y por la estructura de cada unidad es perfecto para que 
se pueda utilizar como material de trabajo a distancia con una plataforma 
de aprendizaje o un curso semipresencial.  
Dado que se trata de una lengua con especiales dificultades para los 
estudiantes españoles por las diferencias evidentes con su lengua materna, 
los contenidos han sido programados para su explotación en 120 horas 
pero la estructura del manual ofrece al centro de enseñanza versatilidad a la 
hora de diseñar y programar los cursos para su adaptación a los diferentes 
contextos de aprendizaje. Es posible utilizar nuestro manual A1 para dos 
módulos de 60 horas cada uno (seis unidades didácticas en cada módulo) 
dividiendo así el nivel inicial en A1.1. y A1.2. Igualmente, el manual se 
puede utilizar tanto en cursos con inmersión lingüística en Marruecos co-
mo en centros educativos en España u otros países, ya que podemos en-
contrar muestras de habla y de cultura que sumergen de lleno al estudiante 
en el mundo marroquí sin necesidad de estar viviendo en un contexto de 
inmersión.  
3. Estructura 
El libro está compuesto por doce unidades, más dos de repaso, una des-
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pués de las seis primeras y otra después de la unidad doce. Va acompañado 
de una introducción, una programación de todas las unidades y cuatro 
apéndices. Estos son: la solución de todos los ejercicios, incluyendo el 
texto de los audios y videos; los contenidos gramaticales vistos y ampliados 
en el caso de los verbos; un glosario con las voces principales de cada 
lección en árabe marroquí, español, francés e inglés; y explicaciones sobre 
la fonología y la fonética del árabe marroquí, así como de su estructura 
silábica. Los ejercicios de cada lección están distribuidos en torno a cinco 
partes a las que hemos denominado de la siguiente forma: 
▪ !ﺎﻨﻳﺪﺑ ﻪ�ﻟﺎﻳ ¡yāḷḷāh bdīna! (¡Venga, empezamos!) 
▪ تاﻮﺻأ aṣwāt (“sonidos”).  
▪ ﺎﻛ-اوﺮﻀﻬﻧ  kā-nhaḍṛu (“hablamos”)  
▪ قﻮﺴﻟا es-sūq (“el zoco”)  
▪ ﺔﻌﺟاﺮﻤﻟا el-murāžaʕa (“la revisión”) 
4. Grafía árabe y transcripción 
Nuestro propósito es introducir la grafía árabe y la transcripción en este 
primer método A.1. con la finalidad de que la segunda ayude al discente en 
la pronunciación de las letras y la comprensión del esquema silábico del 
árabe marroquí. La grafía árabe está normalizada para el árabe estándar o 
moderno, pero no para el árabe marroquí, sencillamente porque no es el 
registro de lengua que se emplea en la educación, la administración o las 
relaciones internacionales. Nosotros empleamos en nuestro trabajo la pro-
puesta de normalización del profesor de la Universidad Mohammed V, 
Abderrahim Youssi, quien publicará dentro de poco una gramática de ára-
be marroquí con sus propuestas, las cuales ya emplea en las traducciones 
de obras literarias europeas que está volcando al árabe marroquí. Grosso mo-
do Youssi propone mantener las interdentales que existen en árabe literal, 
en un esfuerzo por acercar los dos registros del árabe, el marroquí y el lite-
ral, aunque aquel no tenga esta pronunciación. Este acercamiento de regis-
tros es palpable igualmente en la presencia de la vocal protética en el impe-
rativo o el alif al final de la escritura del verbo en el plural acabado en و. 
Une las preposiciones con una consonante, como b, l y f ( ب، ل، ف ), al sus-
tantivo al que rigen: ﺔﻤكﺤﻤﻠﻟ (l-el-maḥkama) “al tribunal”, ﺮ�كﺴﻟﺎﺑ (b-es-
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sukkāṛ) “con azúcar”, ةﻮﻬﻘﻟﺎﻓ (f-el-qahwa) “en el café”; no así aquellas y 
otras unidades morfológicas de dos consonantes, que irán separadas: ﻦﻣ 
ﺲﺒﺤﻟا (mn el-ḥabs) “desde la prisión”,   مﺪﺨﻳ ﺎﻛ (kā-yajdem) “él está traba-
jando”; o la escritura de ؤ (u, w) “y” en lugar de و. 
Volviendo al uso de la transcripción, bajo nuestro punto de vista, es 
conveniente familiarizarse con ella en un primer momento. Los motivos 
para ello son los siguientes: 
▪ Su sistema silábico, diferente al del árabe moderno, impide la pre-
sencia de sílabas abiertas, con excepción de las voces procedentes 
del registro culto.  
▪ La incorporación de prefijos, sufijos o infijos a una voz, provoca 
una serie de cambios en la palabra que se traduce en una nueva re-
estructuración silábica. Iremos viendo en este primer manual las re-
glas fonéticas que rigen la estructura del árabe marroquí. 
▪ Las vocales breves, al contrario de las largas, suelen estar colorea-
das por el fonema que la acompañan, antes o después, llegando a 
haber bastantes variantes. De todos es sabido, que el árabe moder-
no o estándar tan sólo tiene tres vocales. Como veréis, hemos 
reducido el vocalismo largo y breve a nuestras cinco vocales del 
español. Se trata de un intento, no diremos perfecto, pero sí eficaz, 
de enseñar en un primer momento el vocalismo de esta lengua que 
ayuda al discente.  
▪ En los cursos intensivos que hemos impartido, solemos encontrar-
nos con españoles que se acercan por primera vez al estudio de la 
lengua árabe, y eligen el árabe marroquí por diferentes motivos, la 
mayoría de tipo social. No resulta operativo enseñarles a escribir 
con la grafía árabe, ya que pasaríamos todo el curso dedicados a 
esta tarea. 
▪ Por otro lado, creo que deberíamos ir quitándonos de la cabeza los 
prejuicios que se tienen al utilizar la transcripción. El primero de 
ellos, el que pretende que el uso de la grafía latina es una manera de 
neocolonialismo y el segundo el de los puristas árabes, de cualquier 
clase, cuyo único argumento es que el árabe se tiene que escribir y 
enseñar con la grafía árabe. 
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 ÍUQORRAM EBARÁ LED EJAZIDNERPA LE ARAP 1A LAUNAM NU  .AYYIWŠ B AYYIWŠ B -  ﺑﺸﻮﻳ�ﺔ ﺑﺸﻮﻳ�ﺔ
 oicicreje ed olpmejE .5
 al ne ecerapa euq oicicreje nu ed etrap anu somecerfo nóicaunitnoc A
 :ecno dadinu
 )qūs-se( اﻟﺴﻮق :)ʿabāṛ-ṛe ʔzuž-že( اﻟﺠﺰء اﻟﺮاﺑﻊ .4
 )afāqat-te(  اﻟﺜﻘﺎﻓﺔ  :)nemāt-te nīrmet-te( اﻟﺘﻤﺮﻳﻦ اﻟﺜﺎﻣﻦ 
 )ibēṛġam-la rʕiš-ša( اﻟﺸﻌﺮ اﻟﻤﻐﺮﺑﻲ )a 
  ﻫﻨﺎﻳﺎ واﺣﺪ اﻟﺴﻴﺮة اﻟﺬاﺗﻴﺔ ﻣﺨﺘﺼﺮة دﻳﺎل ﻣﺮاد اﻟﻘﺎدرﻋﻨﺪﻧﺎ   )1.a 
-le dāruM lāyd araṣātxum ayyitād arīs-se dḥāw ayānh an-dnaʕ  
  iridāQ
ﻣﺮاد اﻟﻘﺎدري ﻧﺰاد ﻓﺎﻟﺴﻼ، ﻓﻌﺎم اﻟﻒ وﺗﺴﻊ ﻣﺎﺋﺔ وﺧﻤﺴﺔ وﺳﺘﹼﻴﻦ. ﻫﻮ� ﺷﺎﻋﺮ 
ﻳكﺘﺐ ﺑﺎﻟﻌﺮﺑﻴ�ﺔ اﻟﻤﻐﺮﺑﻴ�ﺔ أوﻻ ﺑﺎﻟﺪارﺟﺔ. ﺗﺨﺮ�ج ﻓﺠﺎﻣﻌﺔ ﻣﺤﻤ�ﺪ -ﻣﻐﺮﺑﻲ اﻟﹼي ﻛﺎ
اﻟﺨﺎﻣﺲ ﻓﺎﻟﺮﺑﺎط ﻋﺎم اﻟﻒ وﺗﺴﻊ ﻣﺎﺋﺔ وواﺣﺪ وﺗﺴﻌﻴﻦ وﻫﻮ� ﻣﺘﺨﺼ�ﺺ 
ﺺ ﻓﻌﺎم ﻓﺎﻷداب اﻟﻤﻌﺎﺻﺮة. دار ﻣﺎﺳﻄﻴﺮ ﻓﻨﻔﺲ اﻟﺠﺎﻣﻌﺔ ﻋﻠى ﻧﻔﺲ اﻟﺘﺨﺼ�
اﻟﻔﻴﻦ. ﻋﻀﻮ ﻣﻦ اﺗﹼﺤﺎد ﻛﺘﹼﺎب اﻟﻤﻐﺮب، ﻋﻀﻮ ﺑﻴﺖ اﻟﺸﻌﺮ ﻓﺎﻟﻤﻐﺮب وﺟﻤﺎﻋﺔ 
"ﺷﻌﺮاء اﻟﻌﺎﻟﻢ" اﻟﹼي اﻟﻤﻘﺮ� دﻳﺎﻟﻬﺎ ﻓﺸﻴﻠي. ﻛﺘﺐ وﻧﺸﺮ ﺣﺘﹼى اﻟﻴﻮم ﺛﻼﺛﺔ دﻳﺎل 
 ﻏﺰﻳﻞ اﻟﺒﻨﺎت(، ٥٩٩١)اﻟﺪار اﻟﺒﻴﻀﺎء، دار ﻗﺮﻃﺒﺔ،  ﺣﺮوف اﻟكﻒ�اﻟﺪواوﻳﻦ: 
ط، دار أﺑﻲ رﻗﺮاق، )اﻟﺮﺑﺎ ﻃﻴﺮ اﻟ�ﻪ( و٥٠٠٢)اﻟﺮﺑﺎط، دار أﺑﻲ رﻗﺮاق، 
(. ﺗﺮﺟﻤﻮا ﻫﺎذ اﻟﺠﻮج اﻟﻠﺨﹼﺮاﻧﻴ�ﻦ ﻟﻠﻠﻐﺔ اﻟﺼﺒﺎﻧﻴﻮﻟﻴ�ﺔ ؤﺑﻌﺾ اﻟﻘﺼﺎﺋﺪ ٧٠٠٢
ﺷﺎرك ﻓﺒﺰ�اف د اﻟﻤﻬﺮﺟﺎﻧﺎت ف  .دﻳﺎﻟﻮ ﻟﻠﻠﻐﺔ اﻟﻔﺮاﻧﺴﻴ�ﺔ، اﻻﻧﮕﻠﻴﺰﻳ�ﺔ واﻟﻄﺎﻟﻴﺎﻧﻴ�ﺔ
وﺟ�ﺪ وﻗﺪﹼم اﻟﺒﺮﻧﺎﻣﺞ اﻹذاﻋي "ﻣﺮﻣ�ﺔ اﻟكﻼم" ﻋﻠى  .اﻟﻤﻐﺮب وﻓﺒﻠﺪان أﺧﺮﻳﻦ
اﻟﻤﻐﺮﺑﻴ�ﺔ. ﻛﺎن ﻣﺴﺆول اﻟﺪراﺳﺎت ﻓﺪﻳﻮان وزﻳﺮ اﻟﺰﺟﻞ ﻓﺎﻹذاﻋﺔ اﻟﻮﻃﻨﻴ�ﺔ 
 اﻟﺘﺮﺑﻴ�ﺔ واﻟﺘﻌﻠﻴﻢ وﻣﺴﺘﺎﺷﺮ وزﻳﺮ اﻟﺜﻘﺎﻓﺔ. داﺑﺎ ﻫﻮ� ﺧﺪﹼام ﻓﻮزارة اﻟﺘﺮﺑﻴ�ﺔ واﻟﺘﻌﻠﻴﻢ.
 .nīttes w asmax w aym ʕset u flā māʕ f ,alS-se f dāzn iridāQ-la dāruM
 alwā ayyibērġam-la ayyibaraʕ-le b betkiy-āk ill ibēṛġam riʕāš awwuh
 māʕ ṭābṚ-ṛe f simāx-la dammaḥuM taʕimāž f žarraxat .ažirād-de b
-um-la bāda-le f ṣiṣṣaxatum awwuh u nīʕset u daḥāw w aym ʕset u flā
 .nyāflā māʕ f ṣuṣṣaxat-te sfen alʕ aʕimāž-že sfen f ṛēṭsāM rād .araṣāʕ
-až u berġaM-le f rʕiš-še tyab ,berġaM-la bāttuk dāḥitti nem uḍaʕ
 ṛašn u betk .ilīhC f ahlāyd rraqam-la ille ”malāʕ-la ʔāraʕuš“ aʕām
 ,ʔāḍyab-la rād-da( ffak-la fūruḤ :nīwāwad-de lāyd atālt mūy-l attaḥ
 u )5002 ,qārqaR ibA rād ,ṭābiṚ-ṛa( tānb-el līzĠ ,)5991 ,abuṭruQ rād
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Ṭīr aḷḷāh (aṛ-Ṛibāṭ, dār Abi Raqrāq, 2007). taṛžmu hād ež-žūž el-
laxxāṛāniyyīn l el-lūġa la-ṣbānyūliyya w baʕḍ el-qaṣāʔid l el-lūġa l-
frānsiyya, l-inglīziyya w eṭ-ṭālyāniyya. šārek f bezzāf d el-mihražānāt f 
el-Maġrēb u f buldān oxrīn. wužžed u qaddem el-barnamāž el-idāʕi 
“mṛamma le-klām” ʕla z-zažal f el-idāʕa l-waṭaniyya l-maġrēbiyya. 
kān masuʔūl ed-dirasāt f dīwān wazīr et-taṛbiyya w et-taʕlīm u mus-
tāšar wazīr et-taqāfa. dāba huwwa xaddām f wizārat et-taṛbiyya w et-
taʕlīm. 
 a.2) تﺎﻏاﺮﻔﻟا يﻠ�ﻤﻛ / ﻞ�ﻤﻛ .ﻪ�ﻟا ﺮﻴﻃ ةﺪﻴﺼﻗ يﻌﻤﺴﺗ / ﻊﻤﺴﺗ ﺎﻏ ﺎﺑاد 





kāsīṭ u _________ 
kunnāš 
_____ dyāl 12 
u stīlo BIC 
_______ 
minžara w gūma 
u _______ d eṛ-ṛaṣṣāṣ 
bāš nekteb tārīji ________ 








 �صﺎ�ﺻ�ﺮﻟا �د ____�و 
_______ ي�ﺨﻳﹺرﺎﹶﺗ �ﺐﹶﺘ�ﻜﹶﻧ �شﺎ�ﺑ 
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